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This study examines the extent to which the South African Grade 9 History Curriculum 
Assessment Policy Statement (CAPS) document and its supplementary teaching resources 
(learners’ textbooks and teachers’ guides) outline knowledge focused on concept development 
in learners. The development of concepts requires learners’ mediation in the Zone of Proximal 
Development (ZPD) where consideration and subsequent linkage of three knowledge forms 
namely: scientific concepts, everyday concepts and procedural knowledge is necessary. In light 
of this, a topic titled ‘National Party and apartheid’ is analysed across the CAPS document and 
its teaching resources to examine the extent to which they outline these knowledge forms for 
concept development.  
Vygotsky’s cultural-historical theory and the work of Neo-Vygotskians are used as the 
theoretical framework for the analysis of data in this study. The findings show that the CAPS 
document offer guidance to teaching resources on the necessary knowledge forms required to 
afford learners with full development of historical concepts outlined under the ‘National Party 
and apartheid’ topic of the CAPS document. This is because a curriculum document is only 
designed to offer guidance and not to elaborate on content. As a result, teaching resources 
should elaborate on the contents of the curriculum and add sufficient knowledge forms. 
According to Vygotsky and Neo-Vygotskians, full concept development can only be possible 
if scientific concepts are made visible, sufficiently, and explicitly defined, linked to everyday 
concepts and procedural knowledge. This study shows that teaching resources failed to 
implement this fully. 
This study concludes that for teaching resources to afford learners with conceptual 
development, all three knowledge forms should be sufficiently and explicitly outlined and the 
necessary linkage between them made. This will, in turn, provide the teachers with sufficient 
and explicit pedagogy in the ZPD thereby affording learners with conceptual development. The 
development of concepts is necessary for South Africa because it helps to reduce social 
inequalities created in the past as well as granting learners the opportunity to live and work in 
a globalised environment. It is recommended that teaching resources prioritise the aims of the 
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Chapter One: Introduction 
1.1. Introduction 
Since the inception of a democratic government in South Africa, the education system has been 
faced with an ever-growing challenge to eradicate the inequalities of the past. Resolving these 
challenges includes the implementation of a curriculum that will afford learners with good 
quality education (Hoadley, 2018). Education is recognised among the best vehicles that can 
be used to fight social challenges such as poverty (Tarabini, 2010).  To that effect, since 1994 
South Africa has rigorously changed its national curricular for all approved subjects to redress 
these historic challenges. History is among the approved subjects taught in South African 
schools because the Department of Basic Education (2011) believes that it plays a pivotal role 
in fighting social challenges. The current curriculum is known as the Curriculum Assessment 
Policy Statement (CAPS), which generally aims to afford learners with knowledge relevant for 
the development of school concepts. For example,  
“The National Curriculum Statement Grades R-12 gives expression to the knowledge, skills 
and values worth learning in South African schools. This curriculum aims to ensure that 
children acquire and apply knowledge and skills in ways that are meaningful to their own lives. 
In this regard, the curriculum promotes knowledge in local contexts, while being sensitive to 
global imperatives” (Department of Basic Education, 2011, p. 4). 
The History CAPS document supports this aim by stating that it aims to create an understanding 
of historical concepts which includes historical sources and evidence (Department of Basic 
Education, 2011). However, the knowledge provided in the curriculum is not sufficient to 
afford learners with the development of concepts. This is because a curriculum only serves as 
a guide of the type of knowledge to be used for teaching and learning where teaching resources 
such as learners’ textbooks should recontextualise this knowledge to afford learners with 
conceptual development (Singh, 2002). The Department of Basic Education (2011) clearly 
states that teaching resources should cover the knowledge prescribed by the CAPS document 
in more detail to afford learners with concept development. However, Mikhaila (2015) shows 
that some learners’ textbooks do not outline knowledge for developmental purposes. This is 
problematic because South African schools are expected to use both the CAPS document and 
teaching resources to guide teaching in classrooms (Department of Basic Education, 2011). 
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This is because they are both needed in affording learners with concept development 
(Koljonen, 2014). 
The purpose of this study is to critically examine whether the Grade 9 History CAPS document 
and its teaching resources namely: learners’ textbooks and teachers’ guides allow learners to 
develop concepts. This examination will be framed by Vygotskian cultural-historical theory 
and the work of Neo-Vygotskians. To allow a closer examination, a topic titled ‘National Party 
and apartheid’ is analysed. The reason for choosing Grade 9 is because Shuping, (2013) 
explains that this is an exit level. Therefore, it is important to ensure that these learners receive 
the necessary skills before exiting their schooling years.  
This chapter introduces the research questions and explains the rationale of the study showing 
the motivation of the study and how it will contribute to the education system and society as a 
whole. Furthermore, the chapter also contextualises the term conceptual development and 
concepts related to it such as ‘scientific concepts’ in history. Lastly, it gives an outline for the 
rest of the study.  
1.2. Rationale and Context 
The motivation for undertaking this study stems from my Honours degree project that 
examined the guidelines of a Grade 9 Oral History Project which focuses on the impact of 
apartheid on ordinary people’s lives, as represented in the CAPS Social Sciences textbook 
called Oxford Successful. The guidelines were examined based on how they allow learners to 
develop history concepts. The textbook is labelled Social Sciences because in General 
Education Training (GET) phase which are grades 7-9, Social Sciences is made up of two 
subjects namely, Geography and History (Department of Basic Education, 2011). My 
experiences as a novice teacher who had the drive to assist learners to understand the content 
being taught to them led to the start of this Honours project. The findings in that project were 
that the guidelines do not utilize knowledge forms in a manner which afford conceptual 
development to learners. Given that grade 9 is an exit level, I was disturbed by these findings 
and wanted to investigate this further. I was curious to know the extent to which history texts 
provide learners with access to knowledge which can help them develop concepts.  
 
Conceptual development is necessary for learners to create social change by contributing to 
reducing social inequalities in their communities (Bottery, 2006). This is necessary for a 
country such as South Africa which is still experiencing inequality created during colonial and 
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apartheid periods (Heugh, 2002). Therefore, the South African education system should ensure 
that every learner receives a good quality education, education which affords them this 
development (Young, 2007). Furthermore, the curriculum must ensure that the topics 
prescribed for approved subjects such as History includes content or knowledge that will afford 
conceptual development. To this end, the History CAPS document aims to create an 
understanding of historical concepts which includes historical sources and evidence 
(Department of Basic Education, 2011). 
 
As a result, I developed the interest to find out whether the rest of the content prescribed in the 
History Oxford Successful textbook as well as other CAPS approved History textbooks outline 
content which affords conceptual development to learners, hence this study. This study aims to 
inform our understanding of the type of content needed in South African classrooms thereby 
giving us an idea of what a ‘good quality education’ looks like. In History, conceptual 
development is the same as a historical gaze (Bertram, 2012) or historical thinking (Bertram & 
Bharath, 2011). They can all be defined as having the ability to decontextualise thinking. It 
also involves the development of a variety of skills that differ depending on the type of concept 
developed. For instance, the development of a skill such as chronological writing accompanied 
with a logical argument requires learners to develop concepts such as ‘introduction’, 
‘conclusion’, ‘coherence’, ‘chronological order’ and ‘logic’. 
Furthermore, History as a specialised discipline afford learners the ability to establish skills 
that include: historical significance, use primary sources as evidence, identify continuity and 
change, analyse cause and consequence, take a historical perspective and to understand the 
moral dimension of historical interpretations. These skills afford learners with the development 
of historical thinking or concepts and crucial to take into consideration as they are interrelated 
(Seixas, 2006). This understanding supports the argument by Smagorinsky, Cook and Johnson 
(2003) that the development of concepts needs new experiences or knowledge forms to serve 
as a setting for their application.  
Conceptual development requires the use of different knowledge forms that will be discussed 
later in this study. One of these knowledge forms is scientific concepts (Chaiklin & Hedegaard, 
2013). Scientific concepts cannot be thought of as concepts related to the field of sciences 
alone. They include all concepts in any field which learners should acquire in schools 
(Hardman, 2012). In other words, scientific concepts are any concepts that are abstract and 
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require a systematic approach to understand them (Vygotsky, 1978). This suggests that History 
as a school subject also has scientific concepts. Bertram and Bharath (2011) refer to scientific 
concepts in History as substantive historical knowledge.  
1.3. Research questions 
The primary question of this study is how does the Grade 9 History curriculum and its 
pedagogical resources afford learners with conceptual development? 
This further leads to a subsidiary question: 
• To what extent do the curriculum (CAPS) and its pedagogical resources (learners’ 
textbooks and teachers’ guides) afford learners with conceptual development?  
1.4. Study outline 
This study is divided into five chapters. Chapter 1 introduced the study and is followed by 
Chapter 2 where existing literature in education, particularly on concept development is 
reviewed to position the study within this existing literature. This is followed by a discussion 
of Vygotsky’s cultural-historical theory offering a foundation to a theoretical framework 
consist of the work of Neo-Vygotskians. Chapter 3 outlines the analytical framework which is 
a result of the theoretical framework discussed in Chapter 2. The analytical framework is used 
to analyse the CAPS document its three learners’ textbooks and three teachers’ guides. Chapter 
4 critically analyse and discuss these resources and findings are recorded on a rating scale. 
Chapter 5 concludes the study by discussing the implications which these findings have in 
education and society as a whole and gives recommendations with regards to conceptual 







Chapter Two: Literature Review 
2.1. Introduction  
For more than a century, researchers have highlighted the importance of social and historical 
practices on human consciousness that is, on how human beings become aware of their 
existence in the world and other living things around them. Human beings are constituted by 
their practical activity, specifically their participation in social and historical practices. The 
more researchers engage with this theory, the more it became useful in different institutions or 
departments in assisting human beings with developing consciousness (Tolman, 2003). 
Education researchers appreciated the social and historical theory, therefore, they developed it 
even further to assist learners with conscious development. Particularly the development of 
concepts which are introduced in schools (Chaiklin & Hedegaard, 2013; Wells, 2004). This is 
because concept development is equated with the development of consciousness 
(Smagorinsky, Cook & Johnson, 2003). Given this, any attempt in ensuring that children 
develop concepts must take into consideration social and historical practices. These practices 
include social interaction with a more capable other as well as the use of tools (Vygotsky, 
1986).  
This chapter outlines three important sections on existing literature within the education field. 
The first two sections discuss literature showing in detail the importance of concept 
development in children and the tools needed for this development to take place. Thereby 
positioning this study within similar existing literature in education. The last section critically 
engages with literature to develop a theoretical framework grounded by Vygotsky’s (1978) 
cultural-historical theory. This framework serves as an analytical tool for this study to analyse 







2.2. Conceptual development   
2.2.1. General view 
Unlike animals, human beings are not born with a fixed pattern of behaviour which affords 
them the ability to interact with other human beings and the world in which they live in for the 
rest of their lives. Instead, they are born with basic functions which are not sufficient in 
affording them consciousness. In other words, these functions do not afford them the ability to 
be aware of themselves in the world in which they live, interact with other human beings as 
well as the environment. For this to happen, human beings have to develop the necessary 
functions through interaction with the social and physical world. This development continues 
as human beings come across different demands posed to them by the environment. In other 
words, the more complex the demands of the world become, the more complex the 
development has to be  (Müller & Carpendale, 2000).  
Bottery (2006) explains that a globalised world is currently the reality of human beings that is, 
humanity currently lives and works in this world. He explains further that this world is 
dominated by abstract and more complex demands. This requires the education system to 
implement relevant practices to equip children with the correct tools necessary to live and work 
in such a world. To illustrate, globalisation has led to foreign languages to implemented in 
certain countries as official languages. This suggests that the citizens of these countries are 
exposed to a complex demand of having to learn these new and foreign languages. Therefore, 
they should use more complex and different tools than what they used learning their native 
languages if they are to successfully develop these languages  (Makoe & McKinney, 2014). 
Furthermore, globalisation has resulted in an increased demand on the level of consciousness 
learners should have. To give an example, Auzina (2018) shows that learners are expected to 
develop native and foreign skills such as language and communication skills as well as the 
development of critical thinking skills. She explained further that these are some of the essential 
skills necessary for learners to develop for them to be able to successfully live and work in a 
globalised world. Once learners have developed the necessary skills required in a globalised 
world, then they will be in a position where they will meaningfully and reflectively contribute 
to developing themselves as individuals, their community as well as the broader society in 
which they live in, that is, within a globalised space (Auzina, 2018). 
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For children to develop skills such as the comprehension of foreign language and critical 
thinking, they have to develop concepts taught in schools. This is because the development of 
these concepts is a gateway to the ability to work with any abstraction or complexities the world 
brings (Vygotsky,  1986).  It is for this reason that education is used as a ‘vehicle’ for individual 
development (Hedegaard, 2003), community development  (Hedegaard, 2002) as well as the 
development of a country as a whole (Tarabini, 2010). For example, concepts taught in schools 
have the potential to develop children’s personality where they will gain confidence in 
themselves and at the same time positively interact with those around them (Hedegaard, 2003).  
When school concepts are taught correctly, they also allow children to contribute reflectively 
within their communities (Hedegaard, 2002). Also, Tarabini (2010) explains that it is important 
to invest in human capital such as education because this helps with gaining economic 
advantage in the global economy. 
2.2.2. South Africa’s Schooling Context 
South Africa’s history of apartheid prevented the majority of its population from contributing 
freely to most of the activities in the country. To illustrate, the black1 population was not 
allowed to participate in certain social, political and economic activities taking place in the 
country. This suggests that even the type of education that was provided to them was inferior 
and not sufficient in equipping them with the development necessary to participate in these 
activities. It is for this reason that the democratic government aims to use education, through 
contents such as school concepts in its curriculum as a driving force to ensure that all its citizens 
can participate fully in any social, political and economic activities in the country. In so doing 
fostering the necessary development needed to compete effectively in global space (Fiske & 
Ladd, 2004).  
Schools provide learners with school knowledge or concepts where they aim to ensure that 
learners develop knowledge and skills which they can apply in their own lives (Department of 
Basic Education, 2011). This shows concept development consequently affording children with 
the ability to identify problems, solving these problems as well as the use of critical and creative 
thinking while making decisions. These skills are needed to live and work in a global space 
and at the same time afford children with social, political, and economic freedom (Department 
of Basic Education, 2011). For instance, the study of Consumer Studies as a school subject can 
 




contribute to the development of the country’s economy especially on issues such as the 
unemployment rate. This is because the contents of this subject offer entrepreneurial skills (Du 
Toit & Kempen, 2018). While the study of History offers learners with concepts necessary to 
participate in social and political activities. This is because the study of History encourages 
civic responsibility such as raising awareness on social and environmental concerns. It also 
encourages individuals to promote human rights where they promote peace and can challenge 
any prejudices against humanity (Department of Basic Education, 2011). 
Furthermore, since the start of democracy in 1994, the South African education department has 
been using education, especially History, as one of the vehicles to promote democratic values 
in its citizens. Particularly to reduce the inequalities created by the previous apartheid 
government (Hoadley, 2018). History concepts have been used to develop constitutional values 
(Bertram, 2009; Bertram, 2006; Department of Basic Education, 2011). This is because the 
purpose of history is understood to build people’s capacity to make informed choices. 
Consequently, allowing them to contribute constructively to society and advance democracy 
(Bertram, 2009). It is for these reasons why this study aims to focus the analysis on History as 
a school subject.  
Young (2007) differentiates between school knowledge or concepts taught in school and non-
school knowledge. He referred to school knowledge as powerful knowledge because it affords 
children the ability to develop more complex functions such as the ability to think beyond a 
given context and to think critically. He argues that the main purpose of schools is to ensure 
that children are inducted with powerful knowledge where this knowledge is prioritised and 
taught correctly. Explaining that this knowledge is beneficial especially for a country such as 
South Africa because it will assist with bridging the social inequalities created in the past. As 
proof, children from disadvantaged homes do not have the opportunity to access powerful 
knowledge anywhere else but at school. Therefore, failure for schools to prioritise and teach 
powerful knowledge correctly prevents these children from developing the necessary skills 
which will assist them with personal development and thereby allowing them to intellectually 
grow beyond their home situation (Young, 2007). This argument is similar to Vygotsky’s work 
(Vygotsky, 1978) which is discussed later in this chapter.  
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2.3. Curriculum and pedagogical resources  
Bernstein (1975) argues that the education sector can successfully achieve its mandate of 
inducting learners with school concepts through three message systems. Where curriculum is 
the first message system that constitutes the knowledge which society believes should be taught 
in schools. This is followed by pedagogy entailing the transmission of knowledge from the 
curriculum documents and its pedagogical resources by teachers to learners. The last message 
system is an evaluation which shows the development of curriculum knowledge or school 
concepts by the learner (Seitz, 2017).  
Singh (2002) notes that curriculum, pedagogy, and evaluation are hierarchically related where 
pedagogy is derived from the curriculum while evaluation is derived from pedagogy.  To 
illustrate, the curriculum document is an official document from the national department of 
education that outlines the content to be presented in more detail in pedagogical resources such 
as textbooks and teachers’ guidelines. These resources influence the way learners develop 
school concepts (Department of Basic Education, 2011; Ramatlapana & Makonye, 2012). 
Furthermore, learners’ textbooks and teachers’ guides, as pedagogical or teaching resources 
are chosen by schools from a list of books approved by the national and provincial education 
departments (Reed, 2006; Bertram & Bharath, 2011).  
The contents of a curriculum document such as aims and topics, learners’ textbooks and 
teachers’ guides are essential in ensuring that the education sector achieves its aims. For 
instance, South African schools are expected to make use of both the CAPS document and the 
above stated resources to guide teaching in classrooms (Department of Basic Education, 2011). 
In other words, curriculum and pedagogical resources play an important role in the 
development of classroom practice that is, conceptual development (Koljonen, 2014). South 
African researchers  (Du Toit & Kempen, 2018; Ramatlapana & Makonye 2012), as well as 
the national education sector (Department of Basic Education, 2011), understand that social 
development is only possible if teachers and learners are given the necessary teaching resources 
for conceptual development on the side of the learner.  
Due to racial discrimination experienced in the past, most of  children in South Africa attend 
schools in underprivileged geographical areas where schools do not have sufficient teaching 
resources such as libraries and computers (Department of  Basic Education, 2017)  and where 
some teachers are not properly trained (Department of Education, 2007). Teachers in these 
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schools often depend solely on curriculum documents and their teaching resources to guide 
their classrooms instruction (Bertram, 2006; Reed, 2006). It has also been noted that most 
schools in South African rural areas are still experiencing high dropout, absenteeism rates and 
poor performance (Department of Basic Education, 2017). Teaching resources provide a sense 
of direction and stability in classrooms that experience issues indicated above (Mikhaila, 2015). 
2.3.1 Curriculum documents 
The post-apartheid education sector in South Africa is dedicated to ensuring that all children 
from Grade R-12 receive formal education to induct them with school concepts (Hoadley, 
2018). This effort is seen through constant revision of the national curriculum. This is because 
a curriculum indicates official or intended knowledge that the rest of the message system 
should follow (Seitz, 2017). The first democratic national education curriculum was 
Curriculum 2005 (C2005), it was implemented in schools in 1998. C2005 did not specify any 
concepts to be taught in schools. Teachers were given the freedom to decide what content they 
wish to teach. In other words, there was no differentiation between school concepts and 
concrete concepts or non-school concepts to serve as a guide for teachers (Hoadley, 2018).  
The failure of C2005 to specify which content teachers should teach led to its revision in 2002, 
where it was replaced with the National Curriculum Statement (NCS). However, only parts of 
NCS emphasized the teaching of school concepts. The third democratic curriculum became the 
first post-apartheid curriculum that specified the teaching of school concepts in all its 
curriculum documents, where there was little to no concrete knowledge. This was the 
Curriculum and Assessment Policy Statement (CAPS) that was implemented in schools in 2012 
(Hoadley, 2018).  
The three South African post-apartheid curricula, that is C2005, NCS and CAPS show that the 
education sector has been struggling with the prescription of knowledge forms which serve as 
tools for the development of school concepts. For example, concrete knowledge serves as a 
supportive setting for the development of school concepts (Smagorinsky, Cook & Johnson, 
2003) but it has not been properly outlined in the CAPS document (Harrop-Allin & Kros, 
2014). On the other hand, C2005 and NCS struggled with the prescription of scientific 
concepts. Scientific concepts are important in that they pave way for the development of 
everyday concepts and many mental functions (Vygotsky, 1986). Smagorinsky, Cook and 
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Johnson (2003) refer to this as conflicting perspectives in curricula which in turn prevents 
learners from developing school concepts. 
Given that CAPS is the third and current curriculum in South African schools, researchers 
(Harrop-Allin & Kros, 2014; Ramatlapana & Makonye, 2012) have analysed it for the extent 
to which it provides learners with concept development. Thereby allowing them to fruitfully 
contribute to their development and the communities in which they live. CAPS document 
explicitly state that it aims to provide learners with active and critical learning by discouraging 
rote and uncritical learning in schools (Department of Basic Education, 2011). This also 
includes equipping learners, without taking into consideration their ascribed characteristics  
with the knowledge and skills that will help them to participate meaningfully in their 
communities and the world at large (Department of Basic Education, 2011). However, the rest 
of the curriculum document especially parts which prescribes knowledge forms, and its 
teaching resources should outline knowledge in a way that will allow these aims to be reached. 
This study aims to critically analyse one topic titled, the ‘National Party and apartheid’ in Grade 
9 History CAPS document and its teaching resources. 
Harrop-Allin and Kros (2014) analysed Intermediate Phase (Grades 4-6) History CAPS 
document focusing on the extent to which its contents afford conceptual development to 
learners. They found that in as much as the curriculum aims to ensure that learners acquire and 
apply school knowledge that is meaningful to their lives, the contents of the curriculum on 
knowledge form prescription do not align with this aim. They also found that most History 
topics in this curriculum are outlined in a foreign manner that does not make any relation to 
the world of the learners. To illustrate, some parts of the curriculum contents use difficult words 
which can easily be understood by university experts and do not make use of concrete 
knowledge which will develop learners’ interest in the topic. While other parts do not include 
all the relevant knowledge forms necessary for a full understanding of the topic to be taught 
(Harrop-Allin & Kros 2014). As indicated earlier in this chapter, for conceptual development 
to take place, school concepts should be taught with the provision of concrete concepts.  
Ramatlapana and Makonye (2012) analysed Further Education Training (FET) that is, Grades 
10-12 CAPS document and found that the curriculum prescribed many school concepts which 
all public schools in South Africa have to strictly adhere to. This prescription aimed to ensure 
that all learners are exposed to school concepts because they are essential in assisting with 
social development in the country. They explain further that this does not allow teachers to be 
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innovative and use their skills or knowledge forms to make learners understand school 
concepts. As proof, these teachers will not be able to build empirical knowledge to assist 
learners to understand school concepts better (Chaiklin & Hedegaard, 2013). In other words, 
the CAPS document does not give ‘room’ for teachers to add any other forms of knowledge 
which they think may be useful in ensuring that learners develop scientific concepts 
(Ramatlapana and Makonye, 2012). As a result, there is a need to analyse CAPS documents in 
other phases in this regard, hence this study aims to analyse the General Education Training 
(GET) phase. As indicated earlier, the GET phase includes Grades 7-9. 
2.3.2 Pedagogical resources: learners’ textbooks  
Department of Basic Education (2011) recommend that each learner should have quality 
textbooks. These textbooks occupy most of the learners’ time in the classrooms (Mikhaila, 
2015). This is because textbooks are effective in ensuring that learners develop school 
concepts. They should provide accurate content that will contribute to the development of  
appropriate skills, concepts and values (Department of Basic Education, 2011). However, it is 
not all textbooks which successfully assist learners with conceptual development. Case in 
point, Bertram and Bharath (2011) show that two NCS History textbooks designed for Grade 
6 learners contained reduced two important knowledge forms which are necessary for affording 
learners with conceptual development or the development of historical concepts. These 
knowledge forms are substantive or school knowledge and procedural knowledge or methods 
for ‘doing history’. They explain that these knowledge forms make History a specialised 
discipline.  
Bertram and Bharath (2011) found that the textbooks they analysed prioritised concrete or 
everyday concepts over substantive and procedural knowledge that allows learners to be 
exposed to History as a specialised discipline. For example, the NCS textbooks they analysed 
included many activities where learners should use their everyday concepts such as things 
which they do at home or in their communities. There were very few activities which afforded 
learners to work with primary sources or any procedural knowledge which would allow them 
to ‘do history’. Furthermore, there was a reduction of history concepts which are necessary to 
afford learners with skill development.  
Bertram and Bharath (2011) concluded that learners taught using these textbooks were not 
allowed to develop historical thinking or develop concepts. For textbooks to assist learners 
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with conceptual development in any discipline, they should contain a balance of knowledge 
types where one does not overpower the other. To illustrate, a textbook should have sufficient 
school concepts, allow the use of everyday examples and include skills which affords ‘doing 
history’ in its activities. This is how learners can develop historical thinking or develop history 
concepts (Betram & Bharath, 2011). 
The NCS textbooks are not the only textbooks that struggled with the provision of different 
knowledge forms necessary for the development of school concepts. Mikhaila (2015) analysed 
four History Grade Seven textbooks under the CAPS document and found that they are loaded 
with history concepts but little or no reference to everyday concepts. The presence of school 
concepts in textbooks has the potential of affording learners to develop concepts fully. 
However, all four textbooks analysed here failed to assist learners with full historical 
development. This is because these textbooks only expose learners to the development of only 
two skills namely, historical perspectives and cause and consequence (Mikhaila, 2015).  
Therefore, the analysis of different textbooks remains valid and essential to ensure that the 
message system of schooling affords learners with conceptual development. This study aims 
to analyse three different History CAPS textbooks.  
2.3.3 Pedagogical resources: Teachers’ guides  
Jaffer (2001) indicated that learners’ textbooks on their own are not sufficient to use for 
conceptual development. As a result, pedagogy is essential where teachers transmit knowledge 
from the textbook to learners. This suggests that the role of a teacher is important in learners’ 
conceptual development. She argued that teacher training is important as it ensures that 
teachers are in a position to work with the content from textbooks and transmit it to the learners 
for conceptual development. However, since it has been established that not all teachers have 
been properly trained, it is important to ensure that teachers’ guides contain the necessary 
content to guide teachers with their practice. Sari (2018) argues that teachers’ guides can serve 
as a very important resource for novice and underqualified teachers.  
Additionally, a teacher’s guide should provide all the planning, teaching and assessment tools 
to guide teachers on how to teach important concepts (Bottaro et al., 2013). In other words, 
they are used by teachers to guide and enhance their instruction in the classroom (Koljonen, 
2014) as well as planning for assessments (Department of Basic Education, 2011). This 
guidance is necessary because teaching is a demanding task (Department of Basic Education, 
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2011; Department of Education, 2007). There is a vast lack of research on the contents of 
teachers’ guides (Hatlestad, 2017; Koljonen, 2014).  Therefore, this study seeks to analyse 
three different CAPS teachers’ guides on the extent to which they guide teachers to conduct 
instruction that leads to learners’ conceptual development. However, as mentioned earlier in 
this chapter, only one topic titled National Party and Apartheid is analysed. The next section 
situates the concepts mentioned in this section in a theoretical context using the work of 
Vygotsky and Neo-Vygotskians which speaks to the social and cultural lived experiences of 
children.  
2.4.Theoretical Framework 
This section explains concepts in the cultural-historical theory developed by Vygotsky (1978) 
and the associated research findings on concept development. In doing so, it also explains 
conceptual development in children studying History as a school subject in South African 
schools. Additionally, the section also explains the reasons for focusing the study on conceptual 
development in Grade 9 History learners.  
2.4.1 Cultural-Historical Theory 
Human beings are born with natural or Lower Cognitive Functions (LCFs) that allows them to 
conduct basic activities such as perceiving movement and the capacity for eidetic memory 
(Diaz, Neal & Amaya-Williams, 1993). These functions are referred to as natural because they 
are innate and do not allow human beings to be conscious of themselves, other living things 
around them and the environment in which they live in (Kozulin, 1986). In other words, LCFs 
do not afford human beings with intellectual functions (Vygotsky, 1986).  
 A cultural-historical theory argues that for human beings to develop consciousness or Higher 
Cognitive Functions (HCFs) they need three hierarchically interrelated elements. That is the 
use of tools, interaction with other human beings and internalisation of new knowledge 
(Vygotsky, 1978). Once human beings have developed HCFs, it means that they would have 
developed consciousness. Thereby, gaining the ability to conduct activities which they are 
unable to conduct with LCFs. For instance, human beings will be able to conduct intellectual 
functions such as decision making, language comprehension (Kozulin, 1986), decontextualise 
thinking (Wells, 2004), problem-solving (Vygotsky, 1986) and remembering information 
which is difficult to remember like abstract content (Kozulin, 1986).  
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2.4.1.1. The use of cultural tools 
The tools needed to assist human beings with the development of higher mental functions or 
HCFs are called cultural tools. This is because they have a socio-cultural context, meaning that 
they are social and made by human beings and carry meanings within them. These tools are 
also available to them in societies where there are historical and cultural beliefs. For instance, 
for individuals to convert a basic cognitive function such as the capacity to eidetic memory to 
remembering abstract information, a psychological tool such as a mnemonic device, which is 
manmade is needed (Kozulin, 1986).  
There are two types of cultural tools, namely, material tools and psychological tools.  The 
former are externally oriented tools and conduct the way human beings influence objects of 
activity such as hammers and bulldozers. While the latter is internally oriented and transform 
the natural abilities of human beings into higher cognitive functions (Kozulin, 1986). For 
instance, a language is a psychological tool which is made up of words and symbols that assist 
human beings to successfully communicate with each other. Another example of psychological 
tools are concepts, these are also made up of words but assist human beings to develop various 
intellectual functions such as decontextualised thinking and problem solving (Vygotsky, 1986). 
Hardman (2015) shows that a material tool can also serve as a psychological tool. As proof, a 
computer is externally oriented but carries psychological tools hence having the ability to alter 
an individual’s cognitive processes. In short, a cultural tool that transforms an individual’s 
LCFs to HCFs is called a psychological or cognitive tool (Hardman, 2015).  
Therefore, concepts are one of the psychological tools which assist human beings with the 
development of HCFs, they are defined as word meanings that require certain development for 
them to be acquired by an individual. A cultural-historical theory equates the development of 
concepts with the development of consciousness (Smagorinsky, Cook & Johnson, 2003). This 
is because the development of concepts presupposes the development of many mental functions 
(Vygotsky, 1986). Vygotsky (1986) differentiates between two types of concepts namely, 
scientific and spontaneous concepts or everyday concepts and explains their development in 
children. He explains that these concepts are different but interrelated groups of concepts 
(Vygotsky, 1986). This suggests that the two are dialectically entailed and cannot have one 
without the other (Vygotsky, 1986). The development of scientific concepts requires systematic 
instruction and cooperation between the child and the person introducing him/her to the 
concept. Furthermore, scientific concepts are characterized by causality, a trait that is not found 
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in activities conducted by human beings during their day-to-day practices (Wells, 2004). On 
the other hand, the development of spontaneous concepts does not require systematicity. This 
is because they are acquired as the child participates in activities where they are used (Wells, 
2004).  HCFs are a result of systematic instruction and cooperation that happens between the 
child and the person introducing him/her to the concept. 
The nature of scientific concepts which is their abstraction and causality make their 
development to take place before the development of spontaneous concepts. In light of this, 
scientific concepts pave a way for the development of spontaneous concepts (Vygotsky, 1986). 
Additionally, the nature of scientific concepts and their requirements which are to be put in 
place for their development, demands that they are instructed in specialised contexts such as 
schools for them to be successfully developed by the child  (Wells, 2004). Vygotsky (1978) 
argues that school instruction is concerned with inducting learners with scientific concepts. As 
indicated earlier, this is similar to Young’s (2007) notion of school concepts. Consequently, 
making it mandatory for curriculum and teaching resources to provide tools necessary for the 
development of scientific concepts (Vygotsky, 1986).  
Given that scientific concepts can serve as a psychological tool to transform LCFs to HCFs, 
their acquisition on the side of the child cannot happen through drilling or rote learning of these 
concepts but when the child’s mental state reaches the required level. This state can only be 
reached if the instruction of scientific concepts is linked to the child’s everyday concepts. This 
is because scientific concepts and everyday concepts are dialectically linked (Vygotsky, 1986).  
2.4.1.2. Interaction with other human beings 
According to the cultural-historical theory, for a child’s mental state to reach a required level 
for the acquisition of scientific concepts, they have to socially interact with other human beings. 
This interaction is called mediation, where a more knowledgeable person called a mediator 
introduces a child to an object of the activity or new knowledge through tool use (Hardman, 
2008). This is because for people to develop higher cognitive functions, mediation should take 
place (Hardman, 2011). In a case where a child has to remember abstract information, a 
mediator will use a mnemonic device to assist him/her with the development of HCFs required 
for this activity.  
Vygotsky (1978) argues that for children to develop concepts, mediation (using psychological 
tools) should take place in the Zone of Proximal Development (ZPD). The ZPD is the distance 
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between what the child can do on his/her own and what he/she can do with assistance from the 
mediator (Hardman, 2008). The former is known as actual development while the latter is 
known as potential development. It is important to note that what is regarded as the child’s 
potential development today can be regarded as the child’s actual development tomorrow. In 
particular, basic number operations are introduced to children in the initial grade of schooling 
at the level of potential development. This is the period where children require the assistance 
of a teacher to conduct these number operations. Once the children move to higher grades of 
schooling, they can carry the above-mentioned number operations on their own without the 
assistance of a teacher thereby showing actual development (Vygotsky, 1978). 
A child’s actual development shows that children do not come to school with an ‘empty mind’. 
Vygotsky (1978) argues that the learning that children encounter at school always has a 
previous history. He explains further that this previous history marks children’s actual 
development and that it can either be from previous concepts learnt spontaneously in pre-
schools or their home or from previous concepts learnt systematically as scientific concepts in 
schools. The ZPD encourages formal school instruction to not only consider the child’s actual 
development associated with the assimilation of scientific or school knowledge but knowledge 
which the child might have developed spontaneously in other contexts outside schools such as 
their homes or communities.    
Furthermore, Muthivhi and Broom (2009) show that development is hierarchical, this suggests 
that a child’s actual development today may be at a higher-level tomorrow after mastering what 
was his/her potential development yesterday. This shows that the development of concepts 
follows a gradual process (Smagorinsky, Cook & Johnson, 2003). In other words,  
“When a new word has been learnt by the child, its development is barely starting; the word at 
first is a generalisation of the most primitive type; as the child’s intellect develops, it is replaced 
by generalisations of a higher and higher type – a process that leads in the end to the formation 
of true concepts” (Vygotsky, 1986, p. 149).  
Smagorinsky, Cook and Johnson (2003) explain that the child’s intellect develops as the child 
moves across different contexts. They explain further that formal institutions such as schools 
that are designed to afford children with the development of scientific concepts are not 
sufficient in ensuring that children develop conceptually. Different contexts such as places 
where individuals have access to spontaneous knowledge, for example, in homes or 
communities are also important in assisting gradual and continuous development of concepts.  
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Gallimore and Tharp (1991) explain that when a mediator considers a learner’s actual 
development and use that as a guide to assist the child with what he/she cannot do on his/her 
own to yield potential development is known as the first stage of the ZPD. They explain further 
that the second stage of the ZPD is when the child no longer requires a mediator to carry an 
activity or a task such as learning scientific concepts. However, this does not mean that the 
child has fully mastered the task, it means that the child is motivated and trying their best to 
acquire the new knowledge hence the attempt to perform the task without assistance. It is only 
in stage three of the ZPD where the child has fully developed or mastered the new concepts. 
This is the stage where the child’s potential development is now their actual development. This 
suggests that they have internalised the new concepts introduced to them during the first stage 
of the ZPD (Gallimore & Tharp, 1991). The next section discusses the process of 
internalisation. In short, the ZPD ensures that social interaction between the child and the 
mediator is meaningful and thereby generating human consciousness or HCFs (Kozulin, 1986). 
Gallimore and Tharp (1991) argue that for mediation to allow internalisation, it has to take 
place in the ZPD.  
2.4.1.3. Internalisation  
Internalisation is when the child takes the knowledge which was exposed to him/her during 
mediation and makes it his/her own, over time. This is where he/she internally or psychological 
process the new knowledge by himself/herself (Wertsch & Tukviste, 1992). This shows that 
the consciousness of a child is not only dependent on the mediator but also on the child. The 
general genetic law states that:  
“Every function in the child’s cultural development appears twice: first, on the social level, and 
later on the individual level; first, between people (inter-psychological), and then inside the 
child (intra-psychological). This applies equally to voluntary attention, to logical memory, and 
the formulation of concepts. All the higher functions originate as actual relations between 
human individuals” (Hardman, 2011, p. 29).  
The general genetic law explains that for the child’s mind to develop inwardly, it first develops 
during social interaction between a child and a more knowledgeable person (Hardman, 2012). 
Given that the child also plays a crucial role in his/her cognitive development, it is for this 
reason Muthivhi (2015) argues that for development to take place, children need to be keen to 
acquire this new knowledge. This is where mediators should conduct instruction in a way that 
does not demotivate children so that they can be eager to acquire the new knowledge introduced 
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to them. Furthermore, internalisation is a stage where the concepts which the child has 
internalised are now fossilised. This suggests that the child will be able to apply these concepts 
in any other contexts,  thereby successfully showing that he/she has developed HCFs 
(Gallimore & Tharp, 1991). 
2.4.2 Extension of Cultural-Historical Theory 
Lev Vygotsky passed on before he could elaborate on how formal educational institutions, 
through their curriculum and teaching resources, should elaborate and outline the psychological 
tools necessary for the development of concepts. It is for this reason that researchers such as  
(Chaiklin & Hedegaard, 2013; Davydov, 1990; Hedegaard, 2002; Karpov, 2003; Morris, 
Hardman & Jacklin, 2016) show research findings on concept development associated to 
cultural-historical theory.  
2.4.2.1 Scientific concepts 
Davydov (1990) explains that the development of concepts and generalisation is one of the 
main purposes of school instruction. Concept development indicates the development of 
scientific concepts. This is because all other knowledge forms such as everyday concepts that 
should be used during school instruction are dependent on scientific concepts for them to 
develop. In particular, Vygotsky (1986) explain that scientific concepts pave a way for the 
development of everyday concepts. While generalisation is the ability of a learner to think or 
apply knowledge in any context or beyond a given context. This is also known as having 
decontextualised thinking (Wells, 2004) or context-independent thinking (Young, 2007).  
Earlier in this section, it was indicated that the development of scientific concepts presupposes 
the development of many intellectual functions such as the ability to generalise or 
decontextualise thinking. This shows the importance of scientific concept development in 
children. Given that the main purpose of schooling is to induct learners with conceptual 
development,  pedagogical resources such as learners’ textbooks should include sufficient and 
explicit content necessary for learners’ development of generalisation. While teachers’ guides 
should contain explicit and sufficient instructions to teachers on how to conduct instruction to 
afford learners with development (Chaiklin & Hedegaard, 2013; Davydov, 1990). 
According to Davydov (1990), a scientific concept is characterised by abstract and essential 
attributes which are formed by certain words which mostly make up a definition of that concept. 
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Essential attributes are the main characteristics of the concept as they differentiate it from other 
concepts (Morris, Hardman & Jacklin, 2016).  For learners to develop generalisation, they need 
to work with essential and not non-essential attributes of a concept. The difference between 
these two is that the former is constant and stable while the latter is always changing (Davydov, 
1990). Case in point, essential attributes of a triangle are three straight sides and three angles 
while its non-essential attributes are its colour and size. If the essential attributes of a triangle 
that is, the three straight sides and three angles are changed to four straight sides and four angles 
then this will no longer be a triangle. However, the colour and size of the triangle can change 
but the triangle will remain a triangle. Therefore, essential attributes govern scientific concepts 
because they define and distinguish the scientific concept from other scientific concepts 
(Morris, Hardman & Jacklin, 2016). 
As argued by the cultural-historical theory, scientific concepts develop better when instructed 
in specialised settings such as schools.  Morris, Hardman and Jacklin (2016) explain that this 
is because school knowledge is carefully selected to educate children where mediators ensure 
that children’s actual development eventually becomes their potential development so that it 
can be their higher actual development in the future. For instance, the knowledge which 
learners bring to the classroom from their homes or communities which developed 
spontaneously will be restructured and merged with scientific concepts for developmental 
purposes (Hedegaard, 2002). The careful selection of school knowledge involves prioritizing 
scientific concepts where they employ specialised terms which have universal properties 
(Morris, Hardman & Jacklin, 2016).    
As mentioned in Chapter 1, Bertram and Bharath (2011) refer to scientific concepts in History 
as substantive historical knowledge. This knowledge is important for the development of 
historical or decontextualise thinking because it explains the events from the past, how and 
why these events unfolded (Bertram & Bharath, 2011). In short, substantive historical 
knowledge is the content of the past (Bertram, 2012). An example which shows that learners 
have developed historical thinking is when they can use source evidence to reach conclusions 
about events of the past (Bharath & Bertram, 2018). This skill should assist young people to 
develop local, regional, national, continental and global responsibility (Department of Basic 
Education, 2011).  
Bertram (2012) explains that for learners to develop historical thinking they should be exposed 
to specialised substantive knowledge. This consists of clear historical content with specialised 
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language which has knowledge of the past such as abstract concepts like a revolution. A part 
of what makes this knowledge specialised is because it is governed by essential attributes.  
2.4.2.2 Procedural knowledge  
In as much as the development of scientific concepts is assisted by considering a child’s pre-
existing knowledge such as their scientific concepts and spontaneous concepts.  Karpov (2003) 
argues that the acquisition of scientific concepts is also dependent on new knowledge such as 
methods mediated to the learner for analyses or a better understanding of school concepts. He 
referred to these methods as procedural knowledge. He explains further that when the 
acquisition of scientific concepts is mediated at the expense of procedural knowledge, rote 
learning or memorization of concepts takes place. This often leads to learners struggling to 
generalise or decontextualise during problem-solving. As a result, they develop their own 
spontaneous and procedural knowledge to serve as tools for abstract problem solving (Karpov, 
2003).  
In addition to specialised substantive knowledge, Bertram and Bharath (2011) show that for 
learners to develop historical thinking, procedural knowledge is also needed. This is the 
knowledge that allows learners to ‘do’ history. In particular, learners will be able to study 
sources in a historical way hence it is also known as specialised procedural knowledge 
(Bertram, 2012). In other words, procedural knowledge involves activities which allow learners 
to work with substantive knowledge or scientific concepts (Morris, Hardman & Jacklin, 2016). 
In short, for the development of scientific concepts, procedural knowledge should be included 
during their instruction. This way, scientific concepts will develop and thereby presupposing 
the development of other intellectual functions such as decontextualise thinking or the ability 
to generalise.  
The separation of scientific concepts from procedural knowledge often happens in traditional 
classrooms where teachers drill scientific concepts into learners and encourage chanting. As 
proof, Karpov (2003) shows that learners failed to think beyond the context which they were 
exposed to by their mediator. Here, their mediator used a traditional method of instruction 
where children successfully memorized the essential attributes of a right-angled triangle. As a 
result, when the children were presented with a right-angled triangle that has a right-angle at 
the top, they failed to recognise it as a right-angled triangle. Consequently, calling it an acute-
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angled triangle. This shows how these children came up with their concepts to solve the 
problem given to them (Karpov, 2003).  
The rote learning or drilling of scientific concepts which requires learners to memorize 
definitions of scientific concepts can successfully afford learners the ability to define these 
concepts. This shows that learners have reached potential development. However, this stage is 
not enough to develop scientific concepts, learners will have to internalise the work first, 
thereby affording them the ability to convert this work into actual development. For 
internalisation to take place, they should be exposed to the necessary psychological tools, in 
this case, learners will require sufficient scientific concepts, procedural knowledge and 
everyday concepts. In other words, these learners will not be able to apply these definitions as 
useful knowledge in a different context. To illustrate, Muthivhi (2010) show that learners were 
able to define a circle as a round shape and identify it. However, they did not have the skills to 
apply what they have been taught in a different context. A learner was given a red uncovered 
half circle and a covered half-circle (which can either be green or red). Thereafter, he was asked 
if it will be possible to make an all-green circle if the covered half is uncovered, he answered 
that this is possible. This is the case because the learner thought that a green uncovered circle 
will join with the green covered circle (if it is green) to make a full green circle. 
2.4.2.3 Everyday concepts  
As argued by the cultural-historical theory earlier in this section, the ZPD ensures that 
instruction starts by considering a child’s actual development that is, pre-existing knowledge 
such as spontaneous knowledge. This knowledge is also known as everyday concepts 
(Hedegaard, 2003). Bertram and Bharath (2011) show that everyday concepts are the beginning 
point of the acquisition of scientific concepts. This is because learners come to school with this 
knowledge as they have spontaneously acquired it from their homes or communities. 
Consequently, preventing them from finding the new abstract concepts taught in schools as 
foreign. Therefore, teachers should take into consideration learners’ everyday concepts and use 
them as a psychological tool to introduce scientific concepts to learners (Hedegaard, 2003).  In 
other words, for the development of scientific concepts to take place, a teacher should link 
scientific concepts to everyday concepts during instruction (Chaiklin & Hedegaard, 2013).  
Smagorinsky, Cook and Johnson (2003) explain that the development of scientific concepts 
does not only take place in a formal setting such as a classroom but also outside the school 
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setting like homes and communities. Scientific concept development is a gradual process which 
requires different settings or contexts such as the empirical world. This explains the importance 
of everyday concepts on the development of scientific concepts. Therefore, the development 
of a scientific concept as a psychological tool requires other concepts or knowledge forms such 
as everyday concepts. In other words, 
“ In working its slow way upward an everyday concept clears a path for the scientific concept 
in its downward development. It creates a series of structures necessary for the evolution of a 
concept’s more primitive, elementary aspects, which give it body and vitality…”   (Kozulin, 
1986, p. 268).  
The development of scientific concepts requires a systematic process or instruction in the ZPD 
which involves carefully sanctioning and selecting knowledge necessary to ensure that these 
concepts are fully understood on the side of the child (Morris, Hardman & Jacklin, 2016). For 
instance, ensuring that children’s empirical or everyday concepts are acknowledged as their 
level of actual development and used during the introduction of scientific concepts for potential 
development. This is to allow them to understand the new concepts to an extent where they can 
apply them on their own and in their contexts such as in their homes or communities 
(Hedegaard, 2003). This setting affords further development of concepts hence, concept 
development is hierarchical. Therefore, scientific concepts assist with the upward development 
of the child’s spontaneous concepts which aids the development of consciousness (Kozulin, 
1986). As proof, the development of historical thinking, which is a result of history concept 
development in South African school History will allow learners to participate reflectively in 
their democratic communities. This will, in turn, contribute to community development 
(Department of Basic Education, 2011).    
Chaiklin and Hedegaard (2013) argue that for mediators to conduct pedagogy for development 
or for children to develop HCFs, the dialectical tradition, pioneered by Vygotsky should be 
applied. In other words, for teaching to take place in the ZPD, it should follow the dialectical 
tradition. For instance, taking into consideration learners’ everyday concepts during the process 
of mediating scientific concepts for conceptual development. This can be done by verbally 
accessing learners’ everyday concepts or the knowledge which they bring into the classroom 
or by building everyday concepts or empirical knowledge with them in the classroom. Like 
using empirical materials such as videos and films related to the learners’ everyday living 
(Chaiklin & Hedegaard, 2013).  
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Furthermore, mediation of scientific concepts should involve using the child’s everyday 
concepts so that the child’s potential development becomes their actual development 
(Hedegaard, 2002).  In other words, the child’s everyday concepts before mediation are his/her 
actual development. Once this is merged with scientific concepts during mediation, there is a 
formation of potential development and after internalisation, this becomes the child’s actual 
development. This is where children could complete activities which they could not complete 
before internalisation (Hedegaard, 2003). Besides serving as a foundation for the development 
of scientific knowledge, everyday concepts also assist with motivating the child to be part of 
the school and thereby encouraging them to attend school regularly (Hedegaard, 2003). This 
supports the general genetic law which states that concept development on the side of the child 
is not only a responsibility of a mediator but a child too.  In light of this, the purpose of this 
framework is to assist this study to critically analyse how scientific concepts are elaborated in 
curriculum and pedagogical tools and to what extent procedural and everyday concepts are 
linked to scientific concepts.  
2.4.3 Grade 9 History learners  
Galloway and Edwards (1992) explain that secondary school learners are categorised under the 
Formal Operation Period. According to Piaget (1964) children who are in this period can think 
logically or reason in an abstract manner. Consequently, developing curiosity which in turn 
leads to them individually constructing or sourcing their knowledge as a way of trying to 
understand the world in which they live. This suggests that these learners use the knowledge 
which they already have to construct new knowledge. In other words, they use their already 
existing forms of thinking, that is, a result of their interpretations and analysis of things to try 
and make sense of the world. It is for this reason that most secondary school learners are often 
demotivated if their teachers do not take into consideration the knowledge which they bring in 
the classroom (Muthivhi, 2015). That is why classroom instruction needs to build on everyday 
concepts.   
As mentioned in Chapter 1, the South African education system regard Grade 9 as the last grade 
of the GET level. This suggests that once learners complete this grade, they are entitled to an 
exit-level GET Certificate (Shuping, 2013). This certificate offers them a level 1 qualification 
on the National Qualification Framework (NQF) (Department of Basic Education, 2017). In 
light of this, learners at this grade must develop psychological tools such as scientific concepts 
because this will serve as their tool for decontextualised thinking as they exit their formal 
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schooling point. This type of thinking is one of the aims which the South African basic 
education sector wishes all learners to acquire through exposure to scientific concepts 
(Department of Basic Education, 2011). To emphasize this point further, Vygotsky (1986) 
explain that as adolescents enter the cultural, professional, and civic world, they are confronted 
by duties which are a driving force to conceptual thinking.       
2.5. Conclusion  
This chapter explained the need for the development of Higher Cognitive Functions (HCFs) in 
human beings including the development of History concepts by learners. Without this 
development, human beings will not be able to interact with each other and the complex world 
they live in. The chapter also outlined that conceptual development is gradual and requires a 
systematic approach and is only possible if psychological tools are used during mediation. 
Schools are regarded as institutions which can successfully assist children with concept 
development. This is because schools should be equipped with the necessary tools such as 
curriculum and pedagogical resources containing relevant knowledge forms for this 
development. The next chapter discusses a detailed methodology which is used to analyse the 
Grade 9 History CAPS document and its pedagogical resources for the extent they afford 









Chapter Three: Research Methodology 
 
3.1. Introduction  
This chapter outlines a detailed methodology used to analyse a topic titled the ‘National Party 
and apartheid’ in Grade 9 History CAPS document and its pedagogical resources. Firstly, it 
outlines the samples analysed and explains the reasons for selecting those samples. Secondly, 
it gives an analytical framework developed from the theoretical analysis outlined in the 
previous chapter. This framework is also presented as a rating scale used to analyse and code 
the sample, that is, the knowledge forms presented in both the curriculum document and 
pedagogical resources. Lastly, the chapter discusses validity, reliability, limitations, and ethical 
considerations of the study. 
3.2. Sample  
This study is conducted as qualitative research where the sample that is, the curriculum 
document, learners’ textbooks and teachers’ guides were selected using a purposeful strategy. 
This sample was selected because it represents an excellent example of the knowledge forms 
prescribed by the curriculum for the teachers to instruct learners in South African public 
schools for developmental purposes. Furthermore, the topic selected, namely, the ‘National 
Party and apartheid’ was also purposefully selected. This selection was motivated by a previous 
study (Honours project) which analysed learners’ projects on apartheid, this was discussed in 
Chapter 1 as a rationale of this study. Thereby, allowing me to explicitly answer the question 
of the study. This is because of the following:  
• As mentioned in the previous chapter, a curriculum document shows the intended 
knowledge to be taught to the learners where it also clearly states that every learner 
should have a textbook for each subject.  
• The contents of the textbooks should show a detailed version of the knowledge forms 
presented in curriculum documents. Therefore, a curriculum document is an official 
document showing the knowledge forms which learners should be exposed to in 
schools. That is why there is a CAPS document for each grade and subject.  
• Schools are given a choice to select the textbooks and teachers’ guides to buy. However, 




The textbooks and guides were also chosen based on their popularity in South African schools. 
This will show the types of knowledge forms which Grade 9 History learners are exposed to 
for conceptual development. 
Suri (2011) notes that the selection of excellent examples of the phenomenon of interest is 
called intensity sampling where the excellent example is known as an intense example. The 
identification of intense examples requires the researcher to have done some form of 
exploratory work that will allow them to identify intense examples (Patton, 1978). This study 
uses my Honours project which is mentioned in Chapter 1 as prior information or exploratory 
work which assisted me with the identification of intense examples for this study.  
The following Grade 9 Social Sciences CAPS resources were selected as intense examples of 
this study: One Curriculum and Assessment Policy Statement (CAPS), three CAPS approved 
learners’ textbooks namely, Learner’s Textbook 1 (LT 1) titled Oxford Successful, Learner’s 
Textbook 2 (LT 2) titled Platinum and Learner’s Textbook 3 (LT 3) titled Via Afrika. As well 
as the textbooks’ three CAPS approved Teacher’s Guides (TG) namely, Teacher’s Guide 1 (TG 
1) titled Oxford Successful, Teacher’s Guide 2 (TG 2) titled Platinum and Teacher’s Guide 3 
(TG 3) titled Via Afrika. A topic on South African apartheid period titled the ‘National Party 
and apartheid’ was analysed across all seven documents. This topic is taught to Grade 9 learners 
during the third term of the school calendar (Department of Basic Education, 2011). Due to 
interest and giving a closer look to content, thereby giving in-depth analysis. I chose to analyse 
knowledge forms involving the main apartheid laws that were introduced by the apartheid 
government in South Africa. Patton (1978) explains that intensity sampling is useful with 
getting closer and more detailed information where there are limited resources and time. Due 
to the nature of this dissertation, I do not have sufficient time to analyse a substantial amount 
of curriculum documents, textbooks, and teachers’ guides. Furthermore, the choice of school 
grade and the subject was motivated by my interest and experience as outlined in the first 
chapter of this study. Table 3.1 shows the title, year of publication and page numbers of sample 








Title Topic of book analysed Name and year of 
publication 
No. of pages  
analysed 
CAPS  Curriculum and Assessment 
Policy Statement  
Senior Phase History: 
Outline of what is to be 
taught in Term 3 – Grade 9 
Department of Basic 
Education, 2011  
One page (pp. 
43) 
LT 1 Oxford Successful Social 
Sciences Grade 9 Learner’s 
Book 
Unit 3: 1948 The National 
Party and apartheid 
Oxford University 
Press, 2013  
Seven pages 
(pp. 126-132) 
LT 2 Platinum Social Sciences 
Grade 9 Learner’s Book 
Sub-topic 3: 1948 The 
National Party and apartheid  
Platinum, 2013 Thirteen pages 
(pp. 177-189) 
LT 3 Via Afrika Social Sciences 
Grade 9 Learner’s Book 
Unit 3: 1948 The National 
Party and apartheid 
Via Afrika, 2014  Twelve pages 
(pp. 196-207) 
TG 1 Oxford Successful Social 
Sciences Grade 9 Teacher’s 
Guide 
Unit 3: 1948 The National 
Party and apartheid 
Oxford University 
Press, 2013  
Six pages (pp. 
123-128) 
TG 2 Platinum Social Sciences 
Grade 9 Teacher’s Guide 
Sub-topic 3: 1948 The 
National Party and apartheid 
Platinum, 2013 Six pages (pp. 
123-128) 
TG 3 Via Afrika Social Sciences 
Grade 9 Teacher’s Guide 
Unit 3: 1948 The National 
Party and apartheid 




3.3. Analytical Framework  
This section outlines the analytical framework which was used to analyse the sample. Each 
sample or resource was analysed alone, and its results are discussed in the next chapter. As 
discussed in the previous chapter, conceptual development requires the use of psychological 
tools. This study identifies three knowledge forms namely, scientific concepts, everyday 
concepts and procedural knowledge as the necessary psychological tools needed for learners’ 
concept development. These three knowledge forms are analysed based on how they are 
outlined through paragraphs, bullet point systems, keywords, case studies, sources or 
illustrations in the CAPS document and the teaching resources selected. This category of the 
resource is called narratives. In addition to narratives, a second category referred to as activities 
were also analysed. This involves questions and answers to in-class activities. Figure 3.1 shows 
a breakdown of the two categories and the knowledge forms found within each category. In 
short, this analytical framework was used to analyse the extent to which the three knowledge 
forms allow learners to develop conceptually. That is, the extent to which the categories 
discussed above, also shown in Figure 3.1 outline knowledge forms for conceptual 








Figure 3.2: Outline of the categories of analysis within the broader study 




After a sample was analysed, a rating scale shown in Table 3.2 was used to rate the extent to 
which its contents afford conceptual development. A sample which scored a 100% rating for 
the entire criteria indicated that it affords learners with conceptual development. This rating 
scale was adopted from Morris, Hardman and Jacklin (2016). 
 
 
Table 3.2:  Rating scale developed to enable the analysis of the extent to which knowledge forms are presented 
in the samples are presented and linked.  
 
Criterion 1: Using Scientific Concepts 
• A rating of 3/3 means that the sample that is, the selected section of the book has 
sufficient scientific concepts included to fully understand the topic that is, the ‘National 
Party and apartheid’. 
• A rating score of 2/3 means that the sample has some important scientific concepts 
missing which are necessary for the full understanding of the topic on the side of the 
learner.  
Criterion 1 Criterion 2 Criterion 3 Criterion 4 Criterion 5 
The use of 
abstract concepts 







The use of everyday 
concepts to serve as a 
foundation for the 
development of 
concepts or scientific 
concepts. 
The use of 
methods or 
activities that is, 
procedural 
knowledge to 
allow learners to 





Linking the three 







Rating 0-3 Rating 0-3 Rating 0-3 Rating 0-3 Rating 0-3  
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• A rating score of 1/3 means that the sample is missing most scientific concepts. 
• A score of 0/3 means that the sample does not mention or use scientific concepts. 
Therefore, learners are not allowed to engage with scientific concepts at all. 
Criterion 2: Defining Scientific Concepts 
• A rating of 3/3 means that each scientific concept has been explicitly and sufficiently 
defined using its essential attributes for a full understanding of the concept on the side 
of the learner.   
• A rating score of 2/3 means that most scientific concepts have been defined while some 
are left undefined or are defined but using non-essential attributes.   
• A rating score of 1/3 means that most scientific concepts are left undefined or are 
defined using non-essential attributes. 
• A score of 0/3 means that all the scientific concepts mentioned in the sample are not 
defined at all. 
Criterion 3: Using Everyday concepts  
• A rating of 3/3 means that the sample contains sufficient and explicit everyday concepts 
which will serve as the foundation for the development of scientific concepts on the 
side of the learner.  
• A rating score of 2/3 means that the sample mentions most everyday concepts but is 
missing some of the everyday concepts which are essential for the development of 
scientific concepts in that topic.  
• A rating score of 1/3 shows that most everyday concepts which are meant to be included 
in the selected section of the book for developmental purposes are missing.  
• A score of 0/3 indicates that the section of the book chosen for analyses does not 
mention everyday concepts at all.  
Criterion 4: Using Procedural Knowledge  
• A rating of 3/3 shows that sufficient methods or skills that is, procedural knowledge 
necessary to allow learners to work with scientific concepts are outlined explicitly in 
the sample.  
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• A rating score of 2/3 means that the sample omits some of the important methods or 
procedural knowledge.  
• A rating score of 1/3 indicates that most methods on how to work with scientific 
concepts for developmental purposes are omitted in the sample.  
• A score of 0/3 shows that the sample does not include procedural knowledge.  
Criterion 5: Linking Scientific Concepts, Everyday concepts and Procedural Knowledge 
• A rating of 3/3 means that all three knowledge forms, that is, scientific concepts, 
everyday concepts and procedural knowledge are sufficiently linked in the book in a 
manner that affords learners the opportunity to conceptual development that is, they are 
dialectically linked so that they work together to allow conceptual development on the 
side of the learner. Where the linkage is done explicitly.  
• A rating score of 2/3 indicates that the sample links the three knowledge forms, but 
some link is not sufficiently and explicitly outlined.  
• A rating score of 1/3 means that the sample attempts to link the three knowledge forms 
but most of the linking is not sufficiently and explicitly outlined. This will also apply if 
only two knowledge forms are linked. For instance, only scientific concepts and 
everyday concepts without the procedures or only scientific concepts and procedural 
knowledge without everyday concepts.  
• A score of 0/3 means that the sample treats each knowledge form that is, a scientific 
concept, everyday concepts, and procedural knowledge as an independent entity where 
there is no linkage made between them to allow conceptual development.  
3.4.Validity  
To allow my methodology and theoretical framing to create coherence in my study and meet 
the conditions of validity, I have employed the following:  
• I grounded my theoretical framing in pivotal work and used the extension of 
this work to create my final theoretical framing. 
• I also used primary sources as my data for analyses. By primary sources, I mean 
a sample which is free from interpretations because it is at its natural state. 
Thereby helping me to answer my question as explicit as possible.  
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• My research design is detailed and explicit. 
• The texts selected draws from more than one source. 
3.5. Reliability  
In terms of reliability, I aimed to produce a study that can be replicated by someone else. This 
is because the research findings of this study are likely to remain stable if replicated because 
of the  following reasons:  
• The theoretical framework used in this study is grounded in pivotal work that is, 
Vygotsky’s (1978) cultural-historical theory. 
• The rating scale used to rate the phenomenon has been explicitly defined and outlined.  
• The sample chosen includes public official curriculum document (the CAPS document) 
from the Department of Basic Education as well as its supporting resources (learners’ 
textbooks and teachers’ guides). This means that the sample is stable and accessible.  
3.6. Limitations of the Study 
This study is conducted as a dissertation for a Master’s degree where only two years is given 
to complete the study. In light of this, it is impossible to generalise using the results in this 
study. This is because the sample chosen in the study does not represent a larger sample which 
comes in different titles. However, given that all approved samples are a replication of a 
common document that is, the CAPS document, which is analysed in this study, there are 
possibilities that the findings of this study can represent other samples not analysed here are 
high.  
3.7. Ethics  
This study does not involve human subjects therefore, it does not need ethical clearance. 
However, it abides with the University of Cape Town’s code of ethics for students. 
Furthermore, there is a memorandum of understanding between myself as a student and my 
supervisor which this study adheres to.  
3.8. Conclusion  
In this chapter, I gave a detailed description of the sample which is analysed and discussed in 
the next chapter for the extent to which they afford learners with conceptual development. This 
was done validly and reliably using the analytical framework created in this chapter. This 
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framework also includes a rating scale used to rate the extent to which each sample affords 
learners conceptual development. This scale is informed by the theoretical framework outlined 
in Chapter 2. Lastly, the chapter explained the validity, reliability, limitations as well as ethical 





















Chapter Four: Results and Discussion 
 
4.1. Introduction 
This chapter analyses the Curriculum and Assessment Policy Statement (CAPS) curriculum 
document alongside its six teaching resources that is, three learners’ textbooks and their three 
teachers’ guides. As mentioned in Chapter 3, a topic titled the ‘National Party and apartheid’ 
was analysed across all seven documents. This topic aims to outline the way the National Party 
enforced apartheid in South Africa (Ntwape et al., 2014a). The CAPS document outlines the 
main knowledge forms or concepts as psychological tools to be included in the learners’ 
textbook and teachers’ guides to achieve this aim. The main knowledge forms include scientific 
concepts, everyday concepts, and procedural knowledge (Department of Basic Education, 
2011). 
 
Therefore, all texts analysed in this chapter were expected to ensure that the main knowledge 
forms are included and elaborated in their narratives that is, texts, sources and new words or 
keywords. Also, additional relevant concepts should be sufficiently outlined in the teaching 
resources to explain these main concepts. Consequently, allowing the three learners’ textbooks 
to allow learners to transform their actual development to potential development.  This will, in 
turn, become their higher level of actual development. The transition of learners’ potential 
development to a higher level of actual development is possible if the three teachers’ guides 
give guidelines to teachers during lesson planning and how they should conduct a mediation in 
the Zone of Proximal Development (ZPD). To illustrate, teachers’ guides “provides all the 
planning, teaching and assessment tools where teachers receive guidance on how to teach 
important concepts” (Bottaro et al., 2013b, p. 6).  Important concepts in school are scientific 
concepts, everyday concepts (Vygotsky, 1986) and procedural knowledge (Karpov, 2003). 
These are the concepts which learners’ textbooks should outline in detail. 
 
A rating scale was used to examine the extent to which the CAPS document, learners’ 
textbooks and teachers’ guides include and elaborate on the main concepts outlined in the 
CAPS document. As indicated in the previous chapter, the Curriculum and Assessment Policy 
Statement will be referred to as CAPS in this study. Table 4.1 shows how the learners’ 





Table 4.1: Teaching resources names used to refer to data for analysis in this study. 
 
4.2. Results, Analysis and Discussion 
 
Figure 4.1 shows how the CAPS document outlined the ‘National Party and apartheid’ topic 
and its subtopics, that is, racial segregation before Apartheid and the main apartheid laws in 
broad outline which area case studies on Group Areas Act and Bantustans showing forced 
removals. This representation affords conceptual development for this topic because it includes 
scientific concepts such as racial segregation, groups areas act and Bantustans which are 
necessary for learners to fully understand the topic. Vygotsky (1978) explains that for 
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conceptual development to take place, scientific concepts should be used. This is a 
representation of the knowledge forms which textbooks and teachers’ guides should follow 
when outlining their content.  
Concepts outlined in a curriculum are not sufficient as they only serve as guidelines (Singh, 
2002). Therefore, the CAPS document recommends that “other reliable sources of information 
that may enrich the curriculum can be used with careful selection and discretion” (Department 
of Basic Education, 2011, p. 46). It is the responsibility of learners’ textbooks and teachers’ 
guides to add more explicit concepts to have sufficient concepts which will allow the full 
development of scientific concepts (Department of Basic Education, 2011; Singh, 2002). As 
proof, Department of Basic Education (2011) indicate that “textbooks should cover the events 
listed… so that learners who do not select History in Grades 10-12 can read in more detail 
about South Africa’s recent history” (Department of Basic Education, 2011, p. 44) and that 
they “should provide accurate content that is aimed at the development of the appropriate skills, 
concepts and values” (Department of Basic Education, 2011, p. 8). 
Since the aim of the ‘National Party and apartheid’ topic is to afford learners with an 
understanding of how the National Party enforced apartheid in South Africa (Ntwape et al., 
2014a). Morris (2012) shows that apartheid laws such as Population Registration Act, Bantu 
Education Act, Prohibition of Mixed Marriages Act, and Immorality Act were the main 
apartheid laws which the National Party implemented to enforce apartheid. Given this, in 
addition to the scientific concepts prescribed by the CAPS document, teaching resources should 
include additional scientific concepts such as the main apartheid laws which the party 
implemented during apartheid. These concepts will enable teaching resources to provide 
additional scientific concepts to the main scientific concepts which the CAPS document  
prescribed. Consequently, allowing them to have sufficient scientific concepts for 
developmental purposes (Department of Basic Education, 2011). Therefore, to outline 
sufficient scientific concepts, this chapter analysed teaching resources based on the main 
scientific concepts they contain as prescribed by the CAPS document as well as based on the 
additional scientific concepts as shown in Morris (2012).  
Figure 4.1 shows the main knowledge forms outlined in the CAPS document under the 
‘National Party and apartheid’ topic to be followed by teaching resources for learners to fully 
understand the topic or to develop its concepts. As mentioned in Chapter 2, this is because a 
curriculum constitutes the knowledge which society believes should be taught in schools. As a 
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result, this chapter analyses how each knowledge form is presented in each teaching resource 
and how it is linked to other knowledge forms for learners’ conceptual development. 
Linking scientific concepts to everyday concepts is important because they are dialectically 
related. In other words, one cannot work without the other if conceptual development should 
take place. For instance, everyday concepts serve as a foundation for the development of 
scientific concepts (Hedegaard, 2003). The CAPS document under the ‘National Party and 
apartheid’ topic as shown in Figure 4.1 creates a link between scientific concepts and everyday 
concepts by prescribing everyday concepts in the form of case studies to serve as a foundation 
for the development of the scientific concepts outlined. To illustrate, a case study on 
Sophiatown forced removals is prescribed to assist the development of a scientific concept 
Group Areas Act. Conversely,  a case study on Mogoba forced removal is prescribed to assist 
the development of a scientific concept Bantustans. Textbooks and teachers’ guides should 
ensure that all three knowledge forms, namely, scientific concepts, everyday concepts and 
procedural knowledge are sufficiently linked. This linkage should afford learners the 
opportunity for conceptual development.  This is only possible if scientific concepts are 
dialectically and explicitly linked to everyday concepts. Procedural knowledge is necessary to 
facilitate this linkage. Table 4.2 shows how scientific concepts and everyday concepts are 
outlined in the CAPS document for the ‘National Party and apartheid’ topic and how the two 
knowledge forms are linked. 
 
 
Figure 4.1: knowledge forms outlined in the CAPS document for the ‘National Party and apartheid’ topic  


















• Group Areas Act 
• Bantustans 
• Sophiatown case study 
• Mogopa case study  
• Sophiatown case 
study on Group 
Areas Act forced 
removal 
• People of Mogopa 
case study on  




Table 4.2: knowledge forms: scientific concepts and everyday concepts outlined in the CAPS document  for the 
‘National Party and apartheid’ topic and their linkage (Department of Basic Education, 2011, p. 44). 
A link between scientific concepts and everyday concepts can only afford development if 
procedural knowledge is used. This is because procedural knowledge affords learners the 
ability to work with both scientific concepts and everyday concepts (Karpov, 2003). In light of 
this, for development, all three knowledge forms should be linked. The CAPS document has 
also outlined a list of aims and skills which it wishes learners to receive after being taught the 
knowledge forms shown in Figure 4.1  prescribed for the ‘National Party and apartheid’ topic. 
This is evident when the  CAPS, under History section, clearly states that “following these aims 
and skills is critical to every content topic. For learners to achieve these aims and demonstrate 
these skills, they will need to have a full grasp and understanding of the content” (Department 
of Basic Education, 2011, p. 11). 
Table 4.3 shows the aims and skills which the CAPS document wishes learners to acquire after 
being exposed to the knowledge forms of the topic. These skills and aims give a guideline to 
learners’ textbooks and teachers’ guides on how they should outline content such as activities 
or procedures to serve as procedural knowledge. The outlining of procedural knowledge such 
as activities are important for the development of concepts (Morris, Hardman & Jacklin, 2016). 
This is because procedures allow learners to work with both scientific concepts and everyday 
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concepts  (Karpov, 2003). Ultimately, affording them to meet the aims of the CAPS document 
and develop skills shown in Table 4.3.  
 
Table 4.3: shows specific aims and skills of Grade 9 History CAPS (Department of Basic Education, 2011, p. 
10). 
The Department of Basic Education (2011, p. 46) explains that “Learners should read and write 
regularly, starting with sentences and paragraphs and building up to extended pieces of work. 
Much of this may be structured by working through activities provided in the textbook.” 
Furthermore, Karpov (2003) indicates that for learners to develop skills such as 
decontextualised thinking, the necessary procedural knowledge should be provided when 
working with scientific concepts. It is also important to note that the development of skills such 
as decontextualised thinking or the skills outlined in Table 4.3 can only take place if there is 
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concept development. This is because concept development presupposes the development of 
many intellectual functions such as these skills (Vygotsky, 1986). This suggests that failure to 
develop these skills can be associated with the inability to develop concepts. Therefore, this 
chapter also analyses how the textbooks and teachers’ guides outlined knowledge forms in a 
manner which allow learners to meet the aims of the CAPS and to develop the skills which 
CAPS has outlined for the ‘National Party and apartheid’ topic.  
As mentioned in Chapter 2, a learner’s textbook is not sufficient on its own to provide concept 
development to learners. A teacher’s guide is also an essential resource especially for novice 
and underqualified teachers which can help them assist their learners with concept development 
(Sari, 2018). Teachers’ guides should contain explicit and sufficient instructions on how 
teachers should conduct instructions for conceptual or skill development. This chapter analyses  
TG 1, 2 and 3 on how they outline scientific concepts, everyday concepts, and procedural 
knowledge which teachers can use when planning for lessons and to guide them when 
conducting instruction for the development of the main and additional scientific concepts under 
the ‘National Party and apartheid’ topic. It also analyses how these teachers guides link the 
main and additional scientific concepts contained in learners’ textbooks to everyday concepts 
and procedural knowledge for teachers to use when they are planning and conducting 
instruction, to assist learners with the development of main and additional scientific concepts 
outlined in their respective learners’ textbooks that is, LT 1, 2 and 3 for the ‘National Party and 
apartheid’ topic. 
A rating scale shown in Table 3.2 on page 31 was developed using the literature reviewed and 
the theoretical framing discussed in Chapter 2. It shows how knowledge forms should be 
presented and linked for conceptual development. It was therefore used to rate the findings of 
the CAPS document analysed in this study. To rate the textbooks and teachers’ guides in this 
study, the rating scale shown in Table 3.2 was adjusted. This was done to indicate how 
textbooks and teachers’ guides in this study followed the guidelines in the CAPS document 
and to what extent they outlined content for the development of concepts. Table 4.4 shows the 








Table 4.4: a rating scale showing how knowledge forms should be presented and linked to afford learners with 
the development of the scientific concepts prescribed by the CAPS document for the ‘National Party and 





Criterion 1 Criterion 2 Criterion 3 Criterion 4 Criterion 5 




Should add more 
concepts in 
addition to those 
prescribed by 
CAPS as shown in 





are prescribed by 
the CAPS 
document as well 










attributes.   
The use of sufficient 
and explicit everyday 
concepts to serve as a 
foundation for the 
development of 
scientific concepts. 
Should add more 
everyday concepts in 
addition to those 
prescribed by the 
CAPS document to 
afford a full 




prescribed by the 
curriculum and those 
included in the 
textbook 





knowledge to allow 
















sufficiently for full 
conceptual 
development.   
Rating 3/3 Rating 3/3 Rating 3/3 Rating 3/3 Rating 3/3 
TOTAL SCORE: 15/15 
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4.2.1. Analysis of Grade 9 History Curriculum and Assessment  
            Policy Statement (CAPS) curriculum document       
 
         4.2.1.1      How does CAPS document use scientific concepts to offer guidelines to   
                         learners’ textbooks and teachers’ guides 
  
As discussed earlier in this chapter, Figure 4.1 on page 39 shows the three main scientific 
concepts analysed in this study namely, racial segregation, Group Areas Act and Bantustans. 
These concepts are included in the CAPS document which is a guideline to textbooks and 
teachers’ guide on the type of scientific concepts to be included for the ‘National Party and 
apartheid’ topic. Morris (2012) shows that to understand this topic, additional scientific 
concepts such as the Population Registration Act, Bantu Education Act, Prohibition of Mixed 
Marriages Act, and Immorality Act are required. In other words, for learners to fully develop 
the scientific concepts prescribed by the CAPS document, additional scientific concepts such 
as Population Registration Act, Bantu Education Act, Prohibition of Mixed Marriages Act, and 
Immorality Act are required. 
These scientific concepts should be included in teaching resources such as textbooks because 
it is not within the nature of the curriculum to include additional knowledge forms (Department 
of Basic Education, 2011; Singh, 2002). As a result, I will score the CAPS document under 
this topic a 3/3 for successfully fulfilling its obligation to outline knowledge forms to serve as 
guidelines to learners’ textbooks and teachers’ guides. In particular, Figure 4.1 indicates that 
the CAPS prescribe racial segregation, Group Areas Act and Bantustans as the main scientific 
concepts which teaching resources should use as a guideline to outline knowledge forms for 
the development of the ‘National Party and apartheid’ topic concepts. 
4.2.1.2   How does CAPS document define scientific concepts to offer   
             guidelines to learners’ textbooks and teachers’ guides 
 
As indicated earlier in this chapter, curriculum documents only offer guidelines on what to 
teach and learn. They do not sufficiently and explicitly outline the content. Therefore, it is 
impossible to analyse and give a rating on the extent to which the CAPS document has 
defined scientific concepts. This is because textbooks and teachers’ guides should define 





4.2.1.3   How does CAPS document use everyday concepts to offer   
             guidelines to learners’ textbooks and teachers’ guides 
 
Figure 4.1 shown on page 39 shows two case studies which the CAPS document prescribes for 
textbooks and teachers’ guides. The CAPS only mention the case studies and does not show 
their contents or the everyday narrations in the case studies. As proof, a case study on 
Sophiatown forced removal is prescribed as a tool to offer learners with everyday concepts but 
no further information about the case study is given. The same can be said for a case study on 
Mogoba forced removal which the CAPS prescribes. This is because the CAPS document does 
not outline knowledge forms in detail. In particular, the CAPS document indicates that teaching 
resources should cover the knowledge prescribed by the CAPS document in more detail to 
afford learners with concept development (Department of Basic Education, 2011). However, 
the two case studies which the CAPS prescribe are sufficient to give teaching resources a 
guideline of the type of everyday knowledge needed to afford learners with the development 
of the historical concepts under the ‘National Party and apartheid topic’. Therefore, I will give 
the CAPS document a 3/3 for successfully fulfilling its role in this regard. 
4.2.1.4   How does CAPS document use procedural knowledge to offer   
             guidelines to learners’ textbooks and teachers’ guides  
 
Table 4.3 on page 41 shows the aims and skills which the CAPS document seeks to afford 
learners after exposure to scientific concepts and everyday concepts which it prescribed as 
shown in Figure 4.1 on page 39. These skills and aims give a guideline to learners’ textbooks 
and teachers’ guides on how they should outline procedural knowledge such as activities and 
answers to these activities. This is because the CAPS document does not include questions or 
activities for the ‘National Party and apartheid’ topic. Instead, it expects textbooks to include 
these activities. This is seen when it clearly states that “textbooks must include appropriate and 
adequate assessment activities” (Department of Basic Education, 2011, p. 8). In light of this, I 
will score the CAPS document a 3/3 for outlining aims and skills to guide the format of 
activities which textbooks and teachers’ guides should follow. The development of all the skills 
outlined in Table 4.3 by learners means that they have successfully developed the scientific 
concepts which the CAPS document prescribes. In other words, “… For learners to demonstrate 
these skills, they will need to have a full grasp and understanding of the content” (Department 
of Basic Education, 2011, p. 11). 
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4.2.1.5   How does CAPS document link the three knowledge forms to 
             offer guidelines to learners’ textbooks and teachers’ guides 
 
Table 3.2 on page 31 shows that all three knowledge forms namely, scientific concepts, 
everyday concepts and procedural knowledge should be linked to afford the development of 
concepts. Figure 4.1 on page 39 shows that the CAPS document provides a guide to teaching 
resources on how to link scientific concepts and everyday concepts under the ‘National Party 
and apartheid’ topic. For example, a case study on Sophiatown forced removal is prescribed to 
assist the development of a scientific concept Group Areas Act. Conversely,  a case study on 
Mogoba forced removal is prescribed to assist the development of a scientific concept 
Bantustans. This linkage is necessary because the development of scientific concepts requires 
other knowledge forms such as everyday concepts (Smagorinsky, Cook & Johnson, 2003).  
To link scientific and everyday concepts to procedural knowledge, the CAPS document 
outlines a list of aims and skills shown in Table 4.3 on page 41 which textbooks and teachers’ 
guide should follow to guide them on how they should use procedural knowledge to allow 
learners to work with both scientific and everyday concepts (Department of Basic Education, 
2011). The outlining of procedural knowledge such as activities are important for the 
development of concepts (Morris, Hardman & Jacklin, 2016). I will score the CAPS document 
a 3/3 for successfully guiding the teaching resources on how to provide linkage between the 
three knowledge forms. 
 
 
Table 4.5: Rating of CAPS representation of knowledge forms 
 
Criterion 1 Criterion 3 Criterion 4 Criterion 5 
The use of 
scientific concepts. 
The use of everyday 
knowledge. 









Rating 3/3 Rating 3/3 Rating 3/3 Rating 3/3 
TOTAL SCORE: 12/12 
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Table 4.5 shows a rating of how the CAPS document  includes scientific concepts, everyday 
concepts, and procedural knowledge to serve as guidelines for learners’ textbooks and 
teachers’ textbooks. The CAPS guidelines aim to afford learners with the development of 
the main scientific concepts outlined in the curriculum. This also shows how the CAPS 
guides these teaching resources to create a linkage between the three knowledge forms for 
the ‘National Party and apartheid’ topic. A score of 12/12 shows that the CAPS document 
successfully offers guidance to textbooks and teachers’ guides on how to include and 
outlined knowledge forms for the development of historical concepts.  
4.2.2. Analysis of Oxford Successful Social Sciences Grade 9      
                        Learner’s Book, LT 1 
 
4.2.2.1. How does LT 1 use or include scientific concepts as represented in Table  
                       4.2 for conceptual development as shown in Table 4.4 
    
As shown in Figure 4.2, LT 1 includes all the scientific concepts, as outlined in Table 4.2 on 
page 40 showing the main scientific concepts from CAPS document which should be included 
in teaching resources. The main scientific concepts include Racial Segregation, Group Areas 
Act and Bantustans. In other words, these are the scientific concepts which the CAPS document 
prescribed for History textbooks under the ‘National Party and apartheid’ topic. Additionally, 
LT 1 also includes more scientific concepts such as apartheid laws namely, the Bantu Education 
Act, Population Registration Act, Mixed Marriages Act and Immorality Act in its narratives 
and activities as shown in Figure 4.3. According to Morris (2012), these are the apartheid laws 
which should be mentioned when explaining how the National Party enforced apartheid in 
South Africa. In other words, these additional scientific concepts afford teaching resources to 
offer sufficient scientific concepts for the development of the main scientific concepts 
prescribed by the CAPS document. Therefore, LT 1 includes sufficient concepts to give 
learners a better understanding of how the National Party enforced apartheid in South Africa. 













Figure 4.3: additional scientific concepts: Population Registration Act, Mixed Marriages Act, Immorality Act 
and Bantu Education Act included in LT 1   
 
4.2.2.2. How does LT 1 define scientific concepts as represented in Table 4.2 for  
           conceptual development as shown in Table 4.4  
 
Figure 4.2 also show that LT 1 used essential attributes to explicitly and sufficiently define the 
main scientific concepts, namely, Group Areas Act, Segregation and Bantustans outlined in 
Table 4.2 on page 40. For example, Group Areas Act is defined as an apartheid law which 
(Bottaro et al., 2013a, p. 128).                                                             (Bottaro et al., 2013a, p. 126).                                                             
(Bottaro et al., 2013a, p. 129).                                                             
(Bottaro et al., 2013a, p. 128).                                                             
(Bottaro et al., 2013a, p. 129).                                                             
49 
 
“identified separate areas for each race group and that people living in areas allocated to another 
race group were forced to leave” (Bottaro et al., 2013a, p.128). Segregation is defined as a 
process which separated people based on race while Bantustans is defined as a ‘homeland’ 
which black people belonged to where each national group had its own ‘homeland’ or 
Bantustans (Bottaro et al., 2013a). This belonging was a result of the idea that black people 
belonged to separate national groups  
Furthermore, the additional concepts namely, Population Registration Act, Mixed Marriages 
Act, Immorality Act and Bantu Education Act which the textbook include are also explicitly 
and sufficiently defined using essential attributes, this is evident in Figure 4.3. By way of 
illustration,  the Population Registration Act is defined as an apartheid law which “divided the 
South African population into four race groups: black, white, coloured and Indian. People were 
given identity cards that stated the racial group they belonged to” (Bottaro et al., 2013a, p. 
128). The Mixed Marriages Act and Immorality Act are defined as laws which “made 
marriages and relationships between white people and people of other race groups illegal” 
(Bottaro et al., 2013a, p. 128). Bantu Education Act is defined as an apartheid law which 
“allowed the apartheid government to take control of the education of black children where 
these children were taught to be obedient and not to think critically” (Bottaro et al., 2013a, 
p.129). This definition also shows that less money was spent on black schools than on schools 
of other races (Bottaro et al., 2013a). As a result, I will give LT 1 a 3/3 rating for sufficiently 
defining all the required scientific concepts using essential attributes for the ‘National Party 
and apartheid’ topic. 
4.2.2.3. How does LT 1 use everyday concepts as represented in Table 4.2  
            for conceptual development as shown in Table 4.4  
 
Figure 4.4 and 4.5 show two case studies as outlined in Table 4.2 on page 40 which LT 1 uses 
to provide everyday concepts which will assist with the development of the scientific concepts 
prescribed by CAPS that is, racial segregation, Group Areas Act and Bantustans. The case 
studies provide an everyday narration on how racial segregation affected ordinary people 
through the use of the Group Areas Act and Bantustans in their communities. These narrations 
assist learners to understand scientific concepts. For instance, case studies shown in Figures 
4.4 and 4.5 explain in everyday concepts that both the people of Sophiatown and Mogoba 
refused to move from these communities and protested.  This explanation is an attempt to help 
learners understand how racial segregation was enforced using the Group Areas Act and the 
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Bantustan policy. Furthermore, LT 1 also explains the impact of the forced removals as a result 
of the Group Areas Act using everyday concepts.  Figure 4.6 shows a source giving an everyday 
narration: “When you move people, it means total poverty for them” (Bottaro et al., 2013a, p. 
131) from a member of the community. Another everyday narration: “I can clearly remember 
the bulldozers coming to destroy our home” (Bottaro et al., 2013a, p. 131) from a person who 
was directly affected by the forced removals is also shown in Figure 4.7 which LT 1 includes 
as part of outlining everyday concepts.  
 
However, these two case studies do not sufficiently outline everyday concepts to give learners 
with a broader understanding of the Group Areas Act and Bantustans. In other words, only one 
viewpoint is given which shows that all black people who were forced to move from their 
communities to the homelands were not happy and tried to resist to move. Case in point, Figure 
4.4 shows a case study on the forced removal of people from Sophiatown to Meadowlands 
which gives a perception that the people of Sophiatown protested and refused to move.  Figure 
4.8 show that some black people were happy to be moved from Sophiatown to Meadowlands, 
“Most of them said that they were glad to move” (Morris, 2012, p.48). This is an important 
viewpoint which is essential in ensuring that learners develop the skill on number 4 of Table 








Figure 4.4: shows a case study in LT 1 giving an everyday narration: “The people of Sophiatown united in 




Figure 4.5: shows a case study in LT 1 giving an everyday narration: “When the people protested, the 
government ignored their protest and forced them to move to nearby Bophuthatswana…”  showing how the 





Figure 4.6: shows an everyday narration: “When you move people, it means total poverty for them” included 
in LT 1 explaining the impact of forced removals on ordinary people (Bottaro et al., 2013a, p. 132). 
 
 
Figure 4.7: shows an everyday narration: “I can clearly remember the bulldozers coming to destroy our home” 
in LT 1. This is from a person who was a Sophiatown member explaining how the forced removals under the 




Figure 4.8: a newspaper report from Morris, (2012, p. 48) explaining that some of the black people were happy 
to move from Sophiatown to Meadowlands. 
LT 1 provides one everyday narration which assists learners with the development of only one 
additional scientific concept which the textbook outlines. Figure 4.9 shows an everyday 
narration which gives an everyday perspective of how the Bantu Education Act affected 
ordinary people. The narration reads as follows: “Black people were only to be given enough 
education to be useful to whites, which meant being manual labourers and being able to carry 
messages intelligently for the white population” (Bottaro et al., 2013a, p. 129). Other additional 
scientific concepts: Population Registration Act, Prohibition of Mixed Marriages Act and 
Immorality Act were not supported by everyday narration. 
 
Furthermore, learners could receive everyday concepts to allow an understanding of these main 
apartheid laws if they were allowed to showcase what they may know from their relations with 
people in their homes and communities on how the main apartheid laws affected people. This 
is something which can be included as procedural knowledge where learners can be asked to 
share how the main apartheid laws affected people in their lives such as older members in their 
communities and/or homes. This is important in exposing learners to a variety of everyday 
concepts to make them understand different scientific concepts such as different main apartheid 
laws outlined in the book because different members of the communities were affected by 








Figure 4.9: shows statement from a resistor of apartheid on how Bantu Education Act affected people: “Black 
people were only to be given enough education to be useful to whites,…” This is included in LT 1 (Bottaro et 
al., 2013a, p. 129). 
4.2.2.4. How does LT 1 use procedural knowledge as required by CAPS  
             for conceptual development as shown in Table 4.4 
 
LT 1 has four activities which learners should complete where they answer the questions given. 
These questions should allow learners to work with the scientific concepts and everyday 
concepts outlined in the textbook, thereby allowing them to achieve the eight skills outlined in 
Table 4.3 of the CAPS document which is shown on page 41. Consequently, showing the 
development of all the scientific concepts prescribed by the CAPS document for the ‘National 
Party and apartheid’ topic. As discussed earlier, LT 1 does not outline sufficient everyday 
concepts for conceptual development. Therefore, the procedures or activities which it 
prescribes do not afford learners with the ability to work with sufficient everyday concepts to 
assist with the development of scientific concepts. As a result, all four activities outlined in LT 
1 do not afford learners to develop all eight skills outlined by the CAPS document.  
The questions asked affords learners the ability to develop only five skills namely, skill number 
two that is, the ability to select relevant information, skill number three which allows learners 
to decide on whether the information they are given can be trusted or not, skill number four 
which is seeing something that happened in the past from more than one point of view. As well 
as skill number five which allows learners to understand why events in the past are often 
interpreted differently and skill number six which is debating about what happened in the past 
based on available evidence.  
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The selected topic, the ‘National Party and apartheid’ in LT 1, allows for the development of 
skill number two because three of its activities require learners to choose relevant information 
from a variety of information and use this information to answer the questions asked in these 
activities. It also allows learners to develop skill number three where they can decide on 
whether the information given to them can be trusted or not. An example is seen in Activity 6, 
Figure 4.10 on question number 5.2 where learners had to work with two sources from two 
different people, where the first person is an agent of apartheid while the second person is a 
resistor to apartheid. A person on the second source verifies that the information given by the 
person in the first source is correct and can be trusted.  
 
Figure 4.10: shows procedural knowledge in LT 1 where learners work with 
 scientific concepts to develop skill number 3 of Table 4.3 in the CAPS document (Bottaro et al., 2013a, p. 130). 
 
Furthermore, the topic also affords the development of skill number four which involves seeing 
something that happened in the past from more than one point of view when it allows learners 
to use different sources which explain the way main apartheid laws affected people. As proof, 
Activity 7 number 4, shown in Figure 4.11 allows learners to understand how forced removals 
affected people from the people who experienced the removals. Consequently, giving them a 
different perspective that is, an everyday perspective which is different from the scientific 




Figure 4.11: shows procedural knowledge in LT 1 where learners work with  
scientific concepts to develop skill number 4 of Table 4.3 in the CAPS document (Bottaro et al., 2013a, p. 132). 
 
Additionally, LT 1 also affords learners’ development of skill number five of the curriculum. 
This skill involves learners having the ability to understand that the past can be interpreted 
differently. To illustrate, context can influence the way a person gives information about the 
past. Activity 6 number 5.2 in Figure 4.10 allows learners to work with a source shown in 
Figure 4.12 and a source shown in Figure 4.9 on page 54. Figure 4.12 shows a statement from 
an apartheid government agent on how the Bantu Education Act was implemented. In 
particular, the statement reads as follows: “The Native will be taught from childhood to realise 
that equality with Europeans is not for them…What is the use of teaching the Bantu 
mathematics when he cannot use it in practice…There is no place for the Bantu child above 
certain forms of labour” (Bottaro et al., 2013a, p. 129). While a source in Figure 4.9 shows a 
statement from a resistor of apartheid on how Bantu Education Act affected people. The 
statement reads as follows: “Black people were only to be given enough education to be useful 
to whites, which meant being manual labourers and being able to carry messages intelligently 
for the white population.” (Bottaro et al., 2013a, p. 129). This shows that learners were allowed 
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to understand how this law affected people from both the creator of the law and those whom 
the law was created for.  
Given that out of covering eight skills, LT 1 only covers five skills as discussed in this section, 
I will give it a 2/3. LT 1 fails to outline procedural knowledge which will assist learners to 
develop skill number one which involves finding a variety of kinds of information about the 
past, skill number seven which is about writing history in an organized way, with a logical line 
of argument and skill number eight which is about understanding the importance of heritage 
and conservation. Failure to develop all the skills as outlined in the CAPS document shown in 
Table 4.3 on page 41 means that learners were not allowed to develop or to fully understand 
the main scientific concepts prescribed by the curriculum.  
 
Figure 4.12: shows statement from an apartheid government agent on how the Bantu Education Act was 
implemented: “The Native will be taught from childhood to realise that equality with Europeans is not for 
them…”. This is included in LT 1 (Bottaro et al., 2013a, p. 129). 
4.2.2.5. How does LT 1  link the three knowledge forms recommended by CAPS  
            for conceptual development as shown in Table 4.4  
 
Through its procedural knowledge or activity questions, LT 1 managed to link everyday 
concepts and scientific concepts outlined by the CAPS document as shown in Figure 4.2 on 
page 48. The questions outlined under the activities of the textbook explicitly allow learners to 
link the scientific concepts with the everyday concepts provided in the sources and cases 
studies of the book. For example,  Figure 4.11 shows Activity 7 question number 3 which asks 
learners to use sources such as a source shown in Figure 4.7 and the text in the textbook to 
explain why the government wanted to remove people from Sophiatown. Thereby, allowing 
learners to develop scientific concepts hence they can develop skills such as skill number two, 
three, four, five and six of Table 4.3 on page 41. However, as discussed earlier, the textbook 
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does not include all the necessary procedural knowledge due to the insufficient everyday 
concepts which it outlines.  
 
It is important to have sufficient everyday concepts because these concepts offer a starting 
point for the development of the scientific concepts prescribed by the curriculum (Bertram & 
Bharath, 2011). As proof, the development of the ‘National Party and apartheid’ scientific 
concepts prescribed by the CAPS document by learners shows that they will be able to apply 
all the skills outlined in Table 4.3 (Department of Basic Education, 2011). Therefore, sufficient 
everyday concepts are necessary to develop all the eight skills outlined in Table 4.3 on page 
41. As a result, LT 1 could not make the necessary linkage of the knowledge forms which will 
result in the development of all the concepts outlined in the textbooks as recommended by the 
CAPS document. In light of this, I will score LT 1 a 2/3.   
 
 
Table 4.6: Rating of LT 1 representation of knowledge forms 
 
Table 4.6 shows LT 1’s rating on how the three knowledge forms are outlined and the extent 
to which the textbook links these knowledge forms for learners’ conceptual development. Table 
4.4 on page 43 shows a rating scale on how knowledge forms should be presented and linked 
in teaching resources. According to this rating scale, the teaching resources should score 3/3 
on each criterion of the rating scale which will give a 100% total after adding the criteria. A 
100% means that a teaching resource affords learners to develop all the main concepts which 
the CAPS document has prescribed to teaching resources. As shown in Table 4.6, LT 1 did not 
score a 100% or 15/15 for the criteria it was analysed for. It scored 11/15 which means that the 
textbook does not fully afford learners to develop all the concepts. To illustrate, for criterion 3 
which is the extent to which LT 1 uses everyday knowledge, the textbook is missing most of 
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the everyday concepts which are meant to be included in the ‘National Party and apartheid’ 
topic for the development of the main and additional scientific concepts which it includes. 
Insufficient everyday knowledge prevents the development of concepts because everyday 
concepts serve as a supportive setting for the development of scientific concepts (Smagorinsky, 
Cook & Johnson, 2003).  
 
4.2.3. Analysis of Platinum Social Sciences Grade 9 Learner’s  
                        Book, LT 2 
 
4.2.3.1. How does LT 2 use or include scientific concepts as represented in  
            Table 4.2 for conceptual development as shown in Table 4.4 
 
As shown in Figure 4.13, LT 2 includes all three main scientific concepts as shown in Table 
4.2, that is, Racial Segregation, Groups Areas Act and Bantustans. It also outlines additional 
scientific concepts which are necessary for learners to have a full understanding of the 
‘National Party and apartheid’ topic. The additional scientific concepts are the Bantu Education 
Act, Population Registration Act, Mixed Marriages Act, and Immorality Act. These are 
included in its narratives and activities as shown in Figure 14. These concepts are sufficient to 
give learners an understanding of how the National Party enforced apartheid in South Africa. 
The outlining of additional scientific concepts by LT 2 is important because as Signh (2002) 
indicated, curriculum documents do not outline sufficient content, teaching resources such as 
textbooks should use the content prescribed by curriculum document and recontextualise it so 
that it can afford learners with concept development. Morris (2012) shows that the 
understanding of concepts such as racial segregation, Group Areas Act and Bantustans also 
requires the use of additional concepts such as Bantu Education Act, Population Registration 










Figure 4.14: additional scientific concepts: Prohibition of Mixed Marriages Act and the Immorality Act, 
Population Registration Act and Bantu Education Act included in LT 2 (Ranby & Johannesson, 2013a, p. 179). 
4.2.3.2. How does LT 2  define scientific concepts as represented in Table 
             4.2 for conceptual development as shown in Table 4.4 
 
Both main and additional scientific concepts included in LT 2 for the ‘National Party and 
apartheid’ topic have also been sufficiently and explicitly defined using essential attributes as 
shown in Figures 4.13 and 4.14. In particular, segregation is defined as a “policy which created 
separate facilities within the same society for the use of a particular group” (Ranby & 
Johannesson, 2013a, p. 177),  while Bantustan is defined as a “negative word for the reserves 
                (Ranby & Johannesson, 2013a, p. 177)                                      (Ranby & Johannesson, 2013a, p. 186)                                      
                (Ranby & Johannesson, 2013a, p. 179)                                      
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where black people were meant to be citizens” (Ranby & Johannesson, 2013a, p.186). Group 
Areas Act was defined as a law which “set aside special areas as residential areas for particular 
races” (Ranby & Johannesson, 2013a, p.179). Therefore, I will give LT 2 a score of 3/3 for 
explicitly and sufficiently defining these scientific concepts using their essential attributes.    
4.2.3.3. How does LT 2 use everyday concepts as represented in Table  
                   4.2 for conceptual development as shown in Table 4.4  
 
LT 2 uses two case studies in Figure 4.15 and 4.16 as prescribed by CAPS in Table 4.2 to give 
learners everyday concepts to understand the main scientific concepts that are, Racial 
Segregation, Group Areas Act and Bantustans. The first case study in Figure 4.15 shows the 
way people were forcefully moved, as a way of implementing racial segregation, from the 
community of Sophiatown to their new homes in Meadowlands. It also shows that members of 
the community protested against the removal. For example, people chanted the slogan “Ons 
dak nie, ons phola hier” (Ranby & Johannesson, 2013a, p.184) which means we will not move, 
we live here. As shown in Figure 4.8 on page 53 some members of the community were happy 
to be moved. Therefore, the textbook should have given learners this perspective.  
 
The second case study as shown in Figure 4.16 explains how members of the community of 
Mogopa were moved to their Bantustan, Bophuthatswana by including everyday concepts: 
“…a removal squad arrived with tractors, trucks and buses, and camped on their land” (Ranby 
& Johannesson, 2013a, p.188) and that “the people of Mogopa received an order to leave” 
(Ranby & Johannesson, 2013a, p.188). The textbook also gave learners sources, shown in 
Figure 4.17, on how people were moved from their different communities to their new 
Bantustan Ciskei. This is important because the book gave learners an idea of how people in 
another Bantustan besides Bophuthatswana were affected by the forced removals and how 





Figure 4.15: shows a case study in LT 2 giving an everyday narration: “we won’t move, we live here” of how 
the Group Areas Act affected ordinary people (Ranby & Johannesson, 2013a, p.184). 
 
 
Figure 4.16: shows a case study in LT 2 giving an everyday narration: “…a removal squad arrived with 
tractors, trucks and buses, and camped on their land” of how the forced removals affected ordinary people 






Figure 4.17: shows how people were moved from their different communities to their new Bantustan  Ciskei  
(Ranby & Johannesson, 2013a, p. 187). 
 
However, LT 2 does not outline everyday concepts to assist learners with the development of 
the additional scientific concepts which it prescribes. In other words, there is no case study or 
source about the Bantu Education Act, Population Registration Act, Prohibition of Mixed 
Marriages Act, and Immorality Act. It does not expose learners to everyday concepts which 
explain these different main apartheid laws outlined in the textbook. For instance, a textbook 
should outline additional everyday concepts such as showing that “Black people were only to 
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be given enough education to be useful to whites, which meant being manual labourers and 
being able to carry messages intelligently for the white population” (Bottaro et al., 2013a, p. 
129), to assist learners with the development of the additional scientific concepts such as Bantu 
Education Act prescribed in the textbook. I will therefore give LT 2a rating of 1/3 for failing 
to outline these everyday concepts 
 
4.2.3.4. How does LT 2 use procedural knowledge as required by CAPS  
            for conceptual development as shown in Table 4.4 
 
LT 2 outlines four activities under the ‘National Party and apartheid’ topic which serves as 
procedural knowledge. As discussed at the beginning of this chapter, procedural knowledge 
allows learners to engage with scientific concepts outlined in the textbook thereby affording 
them skill development which shows conceptual development. This section analyses the 
activities which allow learners to work with the three main scientific concepts prescribed by 
the CAPS namely, Racial Segregation, Group Areas Act and Bantustans as well as the four 
additional apartheid laws which Morris (2012) discusses, namely, Bantu Education Act, 
Population Registration Act, Mixed Marriages Act, and Immorality Act. The development of 
these scientific concepts affords learners to develop the skills outlined in Table 4.3 on page 41.   
 LT 2 affords learners with the ability to develop five skills out of the eight skills outlined in 
the CAPS document as shown in Table 4.3 on page 41. One of these skills is skill number two 
which is the selection of relevant information. For instance, Activity 2 question number 3, in 
Figure 4.18 requires learners to choose which apartheid law is illustrated in Figure 4.19. The 
answer to this question is the Group Areas Act. Therefore, the textbook allows learners to work 
with Group Areas Act as a scientific concept through the use of everyday concepts: “…when 
they chucked us out of Cape Town. My whole life changed. What they took away from us they 
can never give back to us” (Ranby & Johannesson, 2013a, p. 180). Consequently, affording the 




Figure 4.18: shows procedural knowledge in LT 2 where learners work with 




Figure 4.19: shows an everyday narration: “…when they chucked us out of Cape Town. My whole life 
changed” in LT 2 on forced removals which learners should engage with during an activity for the development 




Furthermore, LT 2 affords learners to develop skill number three which allows them to decide 
on whether the information they are given can be trusted or not. Activity 5 has questions 
number 4 and 5 as shown in Figure 4.20. This indicates that learners could decide on whether 
information can be trusted based on where the information came from. For example, question 
number 4 allows learners to see that the apartheid government referred to the Bantustans as 
‘homelands’ to make it sound like these were homes. Question number 5 allows learners to 
realize that the Bantustans were not fit to be called home. This activity also allows learners to 
develop skill number four which is to understand the past using a different point of views as 
well as skill number five which allows learners to understand that the past can be interpreted 
differently.  
LT 2 also allowed learners to develop skill number six as they were given questions which 
allowed them to engage with sources to discuss or debate about the past. However, it failed to 
outline procedural knowledge which will assist learners to develop skill number one which 
involves finding a variety of kinds of information about the past, skill number seven which is 
about writing history in an organized way, with a logical line of argument and skill number 
eight which is about understanding the importance of heritage and conservation. Failure to 
develop all the skills as outlined in the CAPS document shown in Table 4.3 on page 41 means 
that learners were not allowed to develop or to fully understand the main scientific concepts 
prescribed by the curriculum. In light of this, I will give LT 2 a score of 2/3. 
 
 
Figure 4.20: shows procedural knowledge in LT 2 where learners work with 




4.2.3.5. How does LT 2  link the three knowledge forms recommended by  
             CAPS for conceptual development as shown in Table 4.4  
 
LT 2 used the questions in its activities as procedural knowledge to allow learners to work with 
the scientific concepts found in its texts as well as the everyday concepts found in its case 
studies and sources. However, as discussed earlier, the textbook has insufficient everyday 
concepts which in turn negatively affect the procedural knowledge which the textbook can 
outline. In light of this, the questions which it outlines only allows learners to develop four of 
the eight skills outlined in Table 4.3 on page 41. As a result, it was limited on how it can link 
the three knowledge forms because it did not include sufficient procedural and everyday 
concepts. Therefore, I will score this book a 2/3.  
 
Table 4.7: Rating of LT 2 representation of knowledge forms 
 
Table 4.7 shows how the three knowledge forms are outlined in LT 2 and the extent to which 
the textbook links these knowledge forms for learners’ concept development. LT 2 scored 
11/15. For learners to gain full concept development or all the main and additional scientific 
concepts included in LT 2 as discussed in this section, the textbook should score 15/15. 11/15 
shows that LT 2 partially affords learners to the development of the scientific concepts outlined 
in the textbooks as represented in criterion 1 of Table 4.7.  For example, criterion 3 of Table 
4.7 shows that LT 2 is missing most of the everyday concepts needed to assist learners with the 
development of concepts mentioned in criterion 1. This suggests that learners will only gain 




4.2.4. Analysis of Via Afrika Social Sciences Grade 9 Learner’s  
                        Book, LT 3  
 
4.2.4.1. How does LT 3 use or include scientific concepts as represented in Table 
            4.2 for conceptual development as shown in Table 4.4 
 
Figure 4.21 shows that LT 3 include Racial Segregation, Group Areas Act and Bantustans as 
the main concepts to understand the way the National Party enforced apartheid in South Africa. 
Additionally, the topic also uses its keywords or new words section, sources, and additional 
apartheid laws through its texts to incorporate more scientific concepts thereby ensuring that it 
contains sufficient scientific concepts. Among these, the four main apartheid laws, that is Bantu 
Education Act, Population Registration Act, Mixed Marriages Act, and Immorality Act which 
are important in understanding the topic are also included as shown in Figure 4.22. 
  
Figure 4.21: LT 3 scientific concepts: Bantustans, Racial segregation and Group Areas Act as represented in 
Table 4.2  
 
 
Figure 4.22: additional scientific concepts: Prohibition of Mixed Marriages Act, Immorality Amendment Act, 
Population Registration Act and Bantu Education Act included in LT 3  (Ntwape et al., 2014a, p. 197). 
 
                                                (Ntwape et al., 2014a, p. 204).                                                       (Ntwape et al., 2014a, p. 196).       
                                                (Ntwape et al., 2014a, p. 197).       
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I will score LT 3 a rating of 3/3 for this criterion, this means that it has sufficient scientific 
concepts which the CAPS expect to be included in teaching resources offering the ‘National 
Party and apartheid’ topic. For example, LT 3 includes all main scientific concepts as outlined 
by the CAPS document shown in Figure 4.1 on page 39 as well as the additional scientific 
concepts: Prohibition of Mixed Marriages Act, Immorality Amendment Act, Population 
Registration Act and Bantu Education Act which Morris (2012) discusses. This way, learners 
will fully understand the topic. 
 
4.2.4.2. How does LT 3 define scientific concepts as represented in Table 4.2 for  
            conceptual development as shown in Table 4.4 
 
As indicated in Table 4.2, the main scientific concepts which all teaching resources should 
explicitly and sufficiently define are Racial Segregation, Group Areas Act and Bantustans. 
Figure 4.21 shows that LT 3 explicitly and sufficiently define the Group Areas Act and 
Bantustans. For example, the Group Areas Act is defined as the law which “forced physical 
separation between races by creating different residential areas for them” (Ntwape et al., 2014a, 
p. 197). While Bantustans are defined by stating that these were “also known as homelands 
where each ‘tribe’ such as Xhosa, Zulu and Tswana had its homeland where they could be 
citizens” (Ntwape et al., 2014a, p. 204). However, LT 3 does not define Racial Segregation. 
Other additional scientific concepts which the book used were also defined as shown in Figure 
4.22. For example, Prohibition of Mixed Marriages is defined as the law which “prevented 
marriages between white people and other races” (Ntwape et al., 2014a, p. 197).  Immorality 
Amendment Act is defined as an apartheid law which “prohibited sex between white people 
and black people” (Ntwape et al., 2014a, p. 197). Population Registration Act is defined as a 
law which “led to the creation of a national register in which every person’s ‘race’ was 
recorded” (Ntwape et al., 2014a, p. 197). Bantu Education Act is defined as a law which 
“established a Black Education which would create a curriculum that suited the ‘nature and 
requirements of the black people’” (Ntwape et al., 2014a, p. 197). As a result, for criterion 2, 
that is, defining scientific concepts, I will score LT 3 a rating of 2/3. This means that most 
scientific concepts have been sufficiently and explicitly defined using their essential attributes 
but some scientific concepts, for example, racial segregation is not defined. 
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4.2.4.3. How does LT 3 use everyday concepts as represented in Table 4.2  
            for conceptual development as shown in Table 4.4  
 
LT 3 uses two sources as shown in Figure 4.23 and two case studies to outline everyday 
concepts. For example, Figure 2.3 shows a narration of everyday concepts: “Lining the street 
were thousands of police…a few sten guns were in position at various points…” (Ntwape et 
al., 2014a, p. 203). These will assist learners to understand racial segregation, Group Areas Act 
and Bantustans as the main scientific concepts. Case study one as shown in Figure 4.24 gives 
explicit everyday concepts narration of the Group Areas Act. For example, the case study uses 
everyday concepts such as “We got notice that we were going to be moved on 12 February 
1955, but we were taken by surprise by thousands of policemen and soldiers, who were heavily 
armed…We were still preparing ourselves to protest the removals, and we had no choice, 
because no one was ready for them, besides they were armed.” (Ntwape et al., 2014a, p. 200-
201). 
 
 It explains how the law was implemented by using a practical or everyday example such as 
the forceful removal from Sophiatown to Meadowlands with eyewitness accounts from those 
who resided in the community. However, these examples give a one-sided perception, because 
they indicate that the black people who were forced to move did not want to move. Morris 
(2012) show that other people were happy to move, Figure 4.8 on page 53 shows this. As 
indicated in Chapter 2, everyday concepts should assist with the development of scientific 
concepts so that learners could have context-independent thinking or to develop skills.  
Therefore, the everyday examples given in teaching resources must afford learners with the 
ability to have a broader perspective by including narrations which hold different perspectives. 
Having said this, LT 3 does not include sufficient everyday concepts to explain how different 
people responded to the impacts of the Group Areas Act. For example, as discussed earlier in 
this chapter, the CAPS document does not prescribe sufficient everyday concepts for the 
development of the scientific concepts which it outlines. As a result, textbooks should outline 
additional everyday concepts such as showing that other people were happy to move from 
Sophiatown to Meadowlands (Morris, 2012), to assist learners with the development of 




Figure 4.23: shows Sources 6 and 7 outline everyday concepts in LT 3 which will  
assist learners to understand racial segregation, Group Areas Act and Bantustans as the main scientific 









Figure 4.24: shows a case study in LT 3 giving an everyday narration of how the Group Areas Act affected 
ordinary people (Ntwape et al., 2014a, p. 200-201). 
 
Figure 4.25 shows a second case study on how Bantustans were implemented where everyday 
examples such as “The police, working with dogs, forcibly loaded people and belongings onto 
buses and trucks and took them to Pachsdraai, 200 km away, in Bophuthatswana” (Ntwape et 
al., 2014a, p. 204-206) using the forced removal of people from Mogopa to Bophuthatswana 
are given. Like the first case study, this case study gives explicit everyday concepts on how 
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people who were living in Mogopa were ordered to move to Bophuthatswana Bantustan, how 
they resisted to move and how the National Party finally managed to force them to move. 
However, LT 3 gives an everyday narration for only one additional scientific concept, that is 
the Bantu Education Act, shown in Figure 4.26. Other additional scientific concepts: 
Population Registration Act, Bantu Education Act, Mixed Marriages Act, and Immorality Act 
which the textbook outlines are not supported by everyday concepts such as through case 
studies or sources to assist learners with the development of these scientific concepts. For 
example, LT 3 could have included an everyday narration such as “Black people were only to 
be given enough education to be useful to whites, which meant being manual labourers and 
being able to carry messages intelligently for the white population.” (Bottaro et al., 2013a, p. 
129), to assist learners with the development of Bantu Education Act. Therefore, learners will 
not be able to demonstrate the skill outlined in number 4 of Table 4.2 on page 40. In light of 







Figure 4.25: shows a second case study in LT 3 giving an everyday narration of how the forced removals 







Figure 4.26: shows an everyday narration in LT 3 for Bantu Education Act (Ntwape et al., 2014a, p. 199). 
4.2.4.4. How does LT 3 use procedural knowledge as requested by CAPS  
             for conceptual development as shown in Table 4.4 
 
The ‘National Party and Apartheid’ topic for LT 3 include four activities which all show the 
skills of CAPS which learners will receive after completing each activity. However, for this 
study, this section only analysed the activities which afford learners the ability to work with 
the three main scientific concepts for this topic as prescribed by the CAPS document. As well 
as the four additional scientific concepts which should be included in content should learners 
be able to meet the aim of the topic. Thereby, allowing them to develop these scientific concepts 
through skill development.  
Three activities, that is Activity 6, 7 and 8 affords the development of the main and additional 
scientific concepts. Thereby affording learners with the development of five out of eight skills 
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outlined in Table 4.3 on page 41. These skills are skill number two which is the ability to select 
relevant information, skill number three that is the ability to decide whether information can 
be trusted, skill number four which allows learners to see something that happened in the past 
from more than one point of view, skill number five which involves explaining why events in 
the past are often interpreted differently and skill number six which involves debating about 
what happened in the past based on available evidence.  
Activity 6 in Figure 4.27 will allow learners to develop skills number two, three, five and six. 
For example, question number 1 affords the development of skill number 2 by requiring 
learners to select relevant information from Source 3 which is shown in Figure 4.26 to answer 
the questions in 1.1 and 1.2 on Bantu Education Act. While question number 4 affords the 
development of skill number three as learners are allowed to compare different sources that is, 
Sources 3, 4 and 5 as shown in Figure 4.26. Learners are also required to investigate where the 
information in these sources came from as well as deciding whether this information can be 
trusted or not and at the same time debating about past events which afford the development 
of skill number six. Also, question number 4.2 of this activity affords the development of skill 
number five because learners will be able to explain why events in the past are often interpreted 
differently.  
 
Figure 4.27: shows procedural knowledge in LT 3 where learners work with 
scientific concepts to develop skills number 2,3,5 and 6 of Table 4.3 in the CAPS document (Ntwape et al., 




Activity 7 in Figure 4.28 affords learners to develop skill two where learners should select 
information from sources shown in Figure 4.23 and from a case study shown in Figure 4.24. 
This activity also affords the development of skill three where question number 3.2 requires 
learners to decide whether information can be trusted, this also allows learners the opportunity 
to debate about what happened in the past using available evidence which is skill number six. 
Question number 4.2 affords the development of skill number five because it allows learners 
to understand that different people may interpret the same event differently hence it is 
important to check the reliability of the source or evidence. Additionally, Activity 8 in Figure 
4.29 affords learners to work with the Bantustans scientific concept thereby developing skill 
number six. This is evident when all the questions asked in the activity allows learners to debate 
about what happened in the past based on a case study shown in Figure 4.25 and sources shown 
in Figure 4.30. 
 LT 3 covers five skills of the curriculum out of eight. It failed to outline procedural knowledge 
which will assist learners to develop skill number one which involves finding a variety of kinds 
of information about the past, skill number seven which is about writing history in an organized 
way, with a logical line of argument and skill number eight which is about understanding the 
importance of heritage and conservation. Failure to develop all the skills as outlined in the 
CAPS document shown in Table 4.3 on page 41 means that learners were not allowed to 
develop or to fully understand the main scientific concepts prescribed by the curriculum. 




Figure 4.28: shows procedural knowledge in LT 3 where learners work with 
scientific concepts to develop skills number 2,3,5 and 6 of Table 4.3 in the CAPS document (Ntwape et al., 




Figure 4.29: shows procedural knowledge in LT 3 where learners work with scientific concepts to develop skill 










Figure 4.30: shows sources in LT 3 about Bantustans giving evidence which 
allows learners to debate about what happened in the past (Ntwape et al., 2014a, p. 207). 
 
4.2.4.5. How does LT 3  link the three knowledge forms outlined in CAPS for  
            conceptual development as shown in Table 4.4  
 
LT 3 relies only on the questions in its activities as procedural knowledge to allow learners to 
work with the scientific concepts found in its texts as well as the everyday concepts found in 
its case studies and sources. As discussed earlier, the questions in these activities do not afford 





Table 4.8: Rating of LT 3 representation of knowledge forms 
 
Table 4.8 shows a rating scale on how the three knowledge forms are outlined in LT 3 and the 
extent to which the textbook links these knowledge forms for conceptual development on the 
side of the learner. LT 3 scored a total of 10/15 for the criteria it was analysed for. This means 
that it does not fully afford learners with the development of all the scientific concepts outlined 
by the CAPS document as presented in Table 4.2 on page 40. This is because the full 
development of these scientific concepts requires knowledge forms to be outlined and linked 
as presented in Table 4.4 on page 43. LT 3 does not outline sufficient everyday concepts and 
procedural knowledge. Furthermore, not all scientific concepts outlined in the textbook have 
been defined using their essential attributes and linked to everyday concepts. 
4.2.5. Analysis of Oxford Successful Social Sciences Grade 9   
                         Teacher’s Guide, TG 1     
 
4.2.5.1. How does TG 1 use or include scientific concepts as represented in Table 
            4.2 for conceptual development as shown in Table 4.4 
 
Under the ‘National Party and Apartheid’ topic, TG 1 supports the teacher with planning for 
the lessons and the teaching process in three ways. Firstly, Figure 4.31 show that TG 1 includes 
a section titled ‘background information’ at the beginning of the topic. For example, this 
section has a narration of what the topic is about where the main scientific concepts of the 
topic, that is, Group Areas Act, Racial Segregation and Bantustans or Homelands are included. 
The inclusion of these main scientific concepts is important because these concepts give a 
guideline of the type of related additional concepts needed for a full understanding of the topic 
(Department of Basic Education, 2011). Secondly, the section also instructs teachers to 
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emphasize the scientific concepts marked as ‘new words’ in the learner’s textbook during 
instruction. The new words section also contain the main scientific concepts as shown in Figure 
4.2. Lastly, TG 1 outlines suggested answers shown in Figure 4.32 which also includes 
additional scientific concepts such as the Population Registration Act, Bantu Education, 
Prohibition of Mixed Marriages, and Immorality Act. Morris (2012) indicate that these 
additional scientific concepts should be considered if one is to have a full understanding of the 
topic. As a result, I will give this guide a 3/3. 
 















Figure 4.32: shows suggested answers in TG 1 (Bottaro et al., 2013b, p. 125, 126,128, 137,138, 184).   
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4.2.5.2. How does TG 1 define scientific concepts as represented in Table 4.2 for  
            conceptual development as shown in Table 4.4 
 
The main scientific concepts, as well as additional scientific concepts needed to allow learners 
to develop the concepts under the ‘National Party and apartheid’ topic, have already been 
defined in the learner’s textbook. Therefore, teachers’ guides are not expected to define these 
concepts again. Therefore, TG 1 will not be rated for this criterion.  
4.2.5.3. How does TG 1 use everyday concepts as represented in Table 4.2  
            or conceptual development as shown in Table 4.4  
 
The use of everyday concepts is evident under TG1’s suggested answers shown in Figure 4.32 
which teachers can use to explain the scientific concepts prescribed in LT 1. This section offers 
answers to the questions given to learners in their textbooks where they are required to work 
with case studies and sources including everyday concepts. For example, an answer such as 
“…she explains that she couldn’t express herself in Afrikaans…” (Bottaro et al., 2013b, p. 184) 
in Figure 4.32 showing how the Bantu Education Act affected black school children. 
Furthermore, there is a section titled ‘resources’ shown in Figure 4.33 under teaching 
guidelines which suggest a movie a teacher can play for the learners. This movie will assist 
learners to build their empirical or everyday concepts (Chaiklin & Hedegaard, 2013). 
 
As a result, helping them to understand some of the main and additional scientific concepts 
which LT 1 outlines. For example, as shown in Figure 4.33, the movie “gives a story of Sandra 
Laing, a girl who was born with a dark skin colour even though both her parents were white” 
(Bottaro et al., 2013b, p. 123). This movie will assist learners to understand how the Population 
Registration Act which is defined as a law which “divided the South African population into 
four race groups: black, white, coloured and Indian. People were given identity cards that stated 
the racial group they belonged to” (Bottaro et al., 2013a, p. 128), affected people. However, 
this is not sufficient and most everyday concepts which the book could have used to build 
learners’ empirical knowledge to assist them with the development of the scientific concepts 
prescribed in LT 1 are missing. I will give this teacher’s guide a score of 1/3.  
 
Figure 4.33: shows a resource section outlined in TG 1 (Bottaro et al., 2013b, p. 123). 
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4.2.5.4. How does TG 1 use procedural knowledge as required by CAPS  
            for conceptual development as shown in Table 4.4 
 
The suggested answers outlined in TG 1 as shown in Figure 4.32 assist teachers to help learners 
as they work with the procedural knowledge such as activity questions outlined in LT 1. These 
answers include main and additional scientific concepts which contribute to the development 
of the five skills which LT 1 affords learners to develop. This is because these answers are 
based on the questions which LT 1 outlines. Furthermore, TG1 offers procedural knowledge to 
teachers through its ‘guidelines to implement this activity’ an example is shown in Figure 4.34 
this is where teachers are given instructions on how to implement each of the activities included 
in the learner’s textbook. Therefore, I will give this guide a score of 2/3.  
 
Figure 4.34: shows guidelines to implement an activity in TG 1 (Bottaro et al., 2013b, p. 126). 
 
4.2.5.5. How does TG 1  link the three knowledge forms outlined in CAPS for  
            conceptual development as shown in Table 4.4  
 
TG 1 only guides teachers to make a linkage between the three knowledge forms, that is, 
scientific concepts, everyday concepts, and procedural knowledge through the answers to LT 
1 questions (procedural knowledge) which it outlines as shown in Figure 4.32. For example, 
these answers allow learners to understand the scientific and everyday concepts outlined in LT 
1. For instance, TG 1 answers as shown in Figure 4.32 use Bantu Education Act as a scientific 
concept and explains it using everyday concepts to show how the law affected people. This is 
where a person who was affected by the law explains that “she couldn’t express herself in 
Afrikaans and be performing poorly at school” (Bottaro et al., 2013b, p. 184). As discussed 
earlier in this chapter, LT 1 is missing some linkage of the knowledge forms to ensure that 
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learners develop conceptually. By way of illustrating, LT 1 does not include all the necessary 
procedural knowledge due to the insufficient everyday concepts which it outlines. In other 
words, if a textbook has insufficient everyday concepts, the procedural knowledge will also be 
limited because, for procedural knowledge to create sufficient linkage between scientific 
concepts and everyday concepts, there is a need for sufficient scientific and everyday concepts. 
This, in turn, affects the number of answers outlined in TG 1. I will give TG 1  a rating of 2/3.  
 
 
Table 4.9: Rating of TG 1 representation of knowledge forms 
 
Table 4.9 shows how TG 1 outlined knowledge forms for teachers to use as guidelines during 
lesson planning and instruction of scientific concepts outlined in LT 1 for learners’ conceptual 
development. TG 1 scored 08/12 which shows that it does not provide teachers with sufficient 
and explicit planning guidelines which they can use to guide their instruction of scientific 
concepts prescribed by the curriculum. In particular, it is missing most everyday concepts 
which are meant to be included in its guidelines as a way of guiding teachers on how to include 
everyday concepts during the instruction of scientific concepts. Table 4.4 on page 43 shows a 
rating scale of how knowledge forms in teachers’ guides should be presented and linked to 
allow them to provide sufficient and explicit guidelines on how to plan and teach for 
developmental purposes. For teachers’ guides to assist teachers to plan and teach lessons which 
will afford learners to develop scientific concepts, they should score 100% on the rating scale 





4.2.6. Analysis of Platinum Social Sciences Grade 9 Teacher’s   
                           Guide, TG 2 
 
4.2.6.1. How does TG  2 use or include scientific concepts as represented in Table 
            4.2 for conceptual development as shown in Table 4.4 
 
TG 2 includes the main scientific concepts which teachers should use during lesson planning 
and instruction. These concepts are included in the TG 2’s teaching guidelines, remedial 
activities and answers. Figure 4.35 shows examples of texts which guides the teacher to use 
the main scientific concepts which are, Group Areas Act, racial segregation and Bantustans 
which are outlined in LT 1 and prescribed by the CAPS document as shown in Figure 4.1 on 
page 39. However, TG 2 does not outline the use of additional scientific concepts such as Bantu 
Education, Population Registration Act, Prohibition of Mixed Marriages, and Immorality Act. 
These are the main apartheid laws which the National Party implemented. Morris (2012) shows 
that to understand how the National Party enforced apartheid, there is a need to understand the 
main apartheid laws which the party implemented. Given this, I will score TG 1  a rating of 2/3 
for not providing sufficient scientific concepts where some important scientific concepts to 






                (Ranby & Johannesson, 2013b, p. 123)                                      






Figure 4.35: shows guidelines in TG 2 to assist the teacher with the usage of 
scientific concepts  
 
4.2.6.2. How does TG 2 define scientific concepts as represented in Table 4.2 for  
            conceptual development as shown in Table 4.4 
 
LT 2 has already defined the scientific concepts for the topic. Therefore, teachers’ guides are 
not expected to define these once again. However, some definitions may still be found in the 
guides under the answers section. Given this, I will not give this teacher’s guide a rating for 
this criterion.  
 
4.2.6.3. How does TG 2 use everyday concepts as represented in Table 4.2  
            or conceptual development as shown in Table 4.4  
 
TG 2 encourages the use of everyday concepts in three ways. Firstly, through its answers as 
shown in Figure 4.36 where the teacher is guided to use the everyday concepts from the sources 
given in the textbook (LT 2) as part of the answers to the questions outlined in the activities of 
the textbook. As proof, an answer such as “He felt horrified, angry and even fearful” (Ranby 
& Johannesson, 2013b, p. 126) in Figure 4.36 shows the type of everyday concepts TG 2 
includes as part of its answers. This is where someone was narrating how he felt about the 
destruction of Sophiatown which is a result of the Group Areas Act and Bantustans system. 
                (Ranby & Johannesson, 2013b, p. 128)                                      
                (Ranby & Johannesson, 2013b, p. 126)                                      
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Secondly, the guide encourages teachers to use resources such as video clips and additional 
books related to the topic during instruction, this is shown in Figure 4.37.  
 
Lastly, the guide instructs the teacher to allow time in the classroom for learners to share their 
everyday concepts. One example is Figure 4.38 shows that teachers are encouraged to ask 
learners if they know anyone who experienced forceful removals during apartheid. This will 
assist with the building of learners’ everyday knowledge. Another example where the guide 
encourages teachers to make use of everyday concepts during their teaching is also shown in 
Figure 4.38. As a result, I will give this teacher’s guide a score of 2/3 for including most 
everyday concepts which are necessary for the development of the scientific concepts outlined 








Figure 4.37: shows resources outlined in TG 2  
                (Ranby & Johannesson, 2013b, p. 126)                                      
                (Ranby & Johannesson, 2013b, p. 128)                                      
                (Ranby & Johannesson, 2013b, p. 125)                                      







Figure 4.38: shows the use of everyday concepts in TG 2  
 
4.2.6.4. How does TG 2 use procedural knowledge as required by CAPS  
             for conceptual development as shown in Table 4.4 
 
As shown in Figure 4.36, TG 2 contains answers to the activities outlined in LT 1. These 
answers will guide the teacher on how to assist learners when they answer the questions in the 
textbook. This adds to the development of concepts which the questions outlined in LT 2 
activities wish to develop. The answers include content which contributes to the development 
of the five skills which the learner’s textbooks affords learners to develop through its 
procedural knowledge. TG 2 also contains remedial activities and extension activities. Figure 
4.38 shows that under remedial activities, teachers are given instructions on how to teach the 
activities given in the learner’s textbook. Under extension activities, teachers are given 
procedures on how to teach to build learners’ everyday concepts to make them understand the 
scientific concepts taught. For example, Figure 4.37 shows that teachers are encouraged to use 
resources such as additional books and YouTube video clips to build learners’ empirical 
knowledge. However, this is not sufficient to ensure that learners develop all the eight skills 
outlined in the CAPS aims and skills table. As a result, I will give this guide a 2/3.  
 
(Ranby & Johannesson, 2013b, p. 124)                                      
                (Ranby & Johannesson, 2013b, p. 125)                                      
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4.2.6.5. How does TG 2  link the three knowledge forms outlined in CAPS for  
            conceptual development as shown in Table 4.4  
 
TG 2 only encourages teachers to link the three knowledge forms through the use of answers 
outlined in the teacher’s guide. These are the answers to the questions outlined in the textbook’s 
(LT 2) activities as procedural knowledge. These answers, shown in Figure 4.36 include both 
scientific concepts and everyday concepts. As a case in point, through the procedural 
knowledge outlined in LT 2, TG 2’s answers as shown in Figure 4.36 use Group Areas Act as 
a scientific concept and explains it using everyday concepts such as how horrified, angry, and 
fearful one of the community members felt about the destruction of Sophiatown (Ranby & 
Johannesson, 2013b). I will give TG 2 a score of 2/3.  
 
Table 4.10: Rating of TG 2 representation of knowledge forms 
 
Table 4.10 shows how TG 2 outlined knowledge forms for teachers to use as guidelines during 
lesson planning and instruction of scientific concepts outlined in LT 2 for learners’ conceptual 
development. TG 2 scored 07/12 which shows that it does not provide teachers with sufficient 
and explicit planning guidelines which they can use to guide their instruction of scientific 
concepts prescribed by the curriculum. In particular, it is missing most everyday concepts 
which are meant to be included in its guidelines as a way of guiding teachers on how to include 
everyday concepts during the instruction of scientific concepts. Table 4.4 on page 43 shows a 
rating scale of how knowledge forms in teachers’ guides should be presented and linked to 
allow them to provide sufficient and explicit guidelines on how to plan and teach for 
developmental purposes. For teachers’ guides to assist teachers to plan and teach lessons which 
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will afford learners to develop scientific concepts, they should score 100% on the rating scale 
shown in Table 4.4. 
 
4.2.7. Analysis of Via Afrika Social Sciences Grade 9 Teacher’s  
                         Guide, TG 3 
 
4.2.7.1. How does TG 3 use or include scientific concepts as represented in Table 
             4.2 for conceptual development as shown in Table 4.4 
 
TG 3 use three sections where main and additional scientific concepts of the ‘National Party 
and apartheid’ are outlined. The first section is shown outlining this is the background 
information section shown in Figure 4.39 where teachers are given more information on how 
apartheid was under the National Party. The second section is titled ‘teaching this section’, an 
example is shown in Figure 4.40 where teachers are given a narration of scientific concepts for 
the topic but focusing on the sub-topics specified in the guide. These concepts have related the 
concepts specified in the learner’s textbook (LT 3). The last section is the ‘suggested answers’ 
section shown in Figure 4.41 which contains answers to the questions outlined in LT 3. These 
answers contain main scientific concepts such as the Group Areas Act and Bantustans or 
Homelands. This guides teacher on how to assist learners using scientific concepts in the 
classrooms when working with the activities provided in the textbook.  
 
However, TG 3 does not mention the use of additional scientific concepts that are, the 
Population Registration Act, Prohibition of Mixed Marriages, and Immorality Act. As Morris 
(2012) indicated, these concepts are important in helping learners to have a full understanding 
of the ‘National Party and apartheid’ topic and its main scientific concepts outlined in the CAPS 
document shown in Figure 4.1 on page 39. Therefore, I will give it a score of 2/3 for not 
providing sufficient scientific concepts which are necessary to allow learners to develop the 




Figure 4.39: shows background information in TG 3 (Ntwape et al., 2014b,  
 p. 184-185). 
 
 








Figure 4.41: shows examples of suggested answers in TG 3 (Ntwape et al., 2014b, p. 188-190). 
4.2.7.2. How does TG 3 define scientific concepts as represented in Table 4.2 for  
            conceptual development as shown in Table 4.4 
 
Like LT 1 and 2, LT 3 has also defined scientific concepts, given this, TG 3 is not expected to 
define these concepts again. However, some definitions may still be found in the guides under 
the answers section. Considering this, I will not give this teacher’s guide a rating for this 
criterion.  
4.2.7.3. How does TG 3 use everyday concepts as represented in Table  4.2  
             for conceptual development as shown in Table 4.4  
 
As shown in Figure 4.41, TG 3 outlines suggested answers containing everyday concepts which 
teachers can use to assist learners as they are working with the activities outlined in LT 3. As 
a way of illustrating, Figure 4.41 shows an answer stating that people who were forced to move 
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from Mogopa to Bophuthatswana “were faced with depleted soil, a shortage of water, tin 
shacks to live in, and toilets dumped in dry scrubland” (Ntwape et al., 2014b, p.190). It shows 
how ordinary people were affected by the Group Areas Act and Bantustan system which the 
National Party implemented. However, this is the only part of TG 3 which specifies everyday 
concepts, therefore, most everyday concepts which could have been used to assist learners with 
the development of scientific concepts are missing in TG 3, therefore, I will score this guide 
1/3.  
4.2.7.4. How does TG 3 use procedural knowledge as required by CAPS  
              for conceptual development as shown in Table 4.4 
 
The suggested answers contained in TG 3 assist teachers with how they should help learners 
answer the procedural knowledge provided as questions in LT 3. Furthermore, TG 3 includes 
two sections which offer instructions or procedures on how teachers should conduct 
instructions. The first section is titled ‘teaching this section’ and an example is given in Figure 
4.40 and the second section is titled ‘activity guidance’, an example of this is given in Figure 
4.42 These sections give guidelines on how teachers should teach the scientific concepts 
outlined in LT 3 and how to introduce the activities included in the textbook. I will give this 





Figure 4.42: shows examples of activity guidance in TG 3  
 
4.2.7.5. How does TG 3  link the three knowledge forms outlined in CAPS for  
            conceptual development as shown in Table 4.4  
 
                (Ntwape et al., 2014b, p. 190)                                      
                (Ntwape et al., 2014b, p. 187)                                      
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TG 3 only encourages teachers to link the three knowledge forms when they are assisting 
learners to answer the questions outlined in the textbook’s activities. These answers, shown in 
Figure 4.41,  include both scientific concepts and everyday concepts and they are a result of 
procedural knowledge or the questions outlined in the textbook as procedural knowledge. In 
other words, the procedural knowledge which is the questions outlined in LT 1 are given 
answers, which allow learners to understand the scientific and everyday concepts outlined in 
LT 1. For example, through the procedural knowledge outlined in LT 3, TG 3’s answers as 
shown in Figure 4.41 use Group Areas Act and Bantustans as scientific concepts and explains 
them using everyday concepts. In particular, a narration showing how ordinary people, who 
were forced to move from Mogopa through the Group Areas Act to a Bantustan called 
Bophuthatswana, were affected is given. This narration reads as follows: people  “…were faced 
with depleted soil, a shortage of water, tin shacks to live in, and toilets dumped in dry 
scrubland” (Ntwape et al., 2014b, p.190). In light of this, I will give TG 3 a score of 2/3.  
 
Table 4.11: Rating of TG 3 representation of knowledge forms 
 
Table 4.11 shows how TG 3 outlined knowledge forms for teachers to use as guidelines during 
lesson planning and instruction of scientific concepts outlined in LT 3 for learners’ conceptual 
development. TG 3 scored 07/12 which shows that it does not provide teachers with sufficient 
and explicit planning guidelines which they can use to guide their instruction of scientific 
concepts prescribed by the curriculum. In particular, it is missing most everyday concepts 
which are meant to be included in its guidelines as a way of guiding teachers on how to include 
everyday concepts during the instruction of scientific concepts. Table 4.4 on page 43 shows a 
rating scale of how knowledge forms in teachers’ guides should be presented and linked to 
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allow them to provide sufficient and explicit guidelines on how to plan and teach for 
developmental purposes. For teachers’ guides to assist teachers to plan and teach lessons which 
will afford learners to develop scientific concepts, they should score 100% on the rating scale 
shown in Table 4.4. 
 
An overview of the findings analysed in this chapter is shown in Table 4.12. That is, the 
findings are for the ‘National Party and apartheid’ topic under the Grade 9 History CAPS 
document, the three learners’ textbooks and teachers’ guides analysed in this study.  
Learner’s Textbook/Teacher’s 
Guide name 
Total Rating The extent of development to all the 
concepts outlined in the ‘National 
Party and apartheid’ topic 
Curriculum and Assessment Policy 
(CAPS) document 
12/12 – means all 
knowledge forms are 
outlined and linked 
sufficiently and explicitly.  
Aims to afford learners with potential 
development which will ultimately be 
actual development where all scientific 
concepts are developed. 
Oxford Successful Social Sciences 
Grade 9 Learner’s Book (LT 1) 
 
11/15 – means some 
knowledge forms are not 
outlined sufficiently leading 
to the insufficient linkage of 
knowledge forms. 
Potential development and partial actual 
development. Meaning, not all scientific 
concepts were developed. 
Platinum Social Sciences Grade 9 
Learner’s Book (LT 2) 
 
11/15 – means some 
knowledge forms are not 
outlined sufficiently leading 
to the insufficient linkage of 
knowledge forms. 
Potential development and partial actual 
development. Meaning, not all scientific 
concepts were developed. 
Via Afrika Social Sciences Grade 9 
Learner’s Book (LT 3) 
 
10/15 – means some 
knowledge forms are not 
outlined sufficiently leading 
to the insufficient linkage of 
knowledge forms. 
Potential development and partial actual 
development. Meaning, not all scientific 
concepts were developed. 
Oxford Successful Social Sciences 
Grade 9 Teacher’s Guide (TG 1) 
 
08/12 – means some 
knowledge forms are not 
outlined sufficiently leading 
Potential development and partial actual 
development. Meaning, not all scientific 
concepts were developed. 
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to the insufficient linkage of 
knowledge forms. 
Platinum Social Sciences Grade 9 
Teacher’s Guide (TG 2) 
 
07/12 – means some 
knowledge forms are not 
outlined sufficiently leading 
to the insufficient linkage of 
knowledge forms. 
Potential development and partial actual 
development. Meaning, not all scientific 
concepts were developed. 
Via Afrika Social Sciences Grade 9 
Teacher’s Guide (TG 3) 
 
07/12 – means some 
knowledge forms are not 
outlined sufficiently leading 
to the insufficient linkage of 
knowledge forms.  
Potential development and partial actual 
development. Meaning, not all scientific 
concepts were developed. 
 
Table 4.12: shows an overview of findings using the rating scale outlined in the methodology chapter. The 
findings are for the ‘National Party and apartheid’ topic under the Grade 9 History CAPS  document, the three 
learners’ textbooks and teachers’ guides analysed in this study. This will be discussed below. 
 
Table 4.4 on page 43 shows the criteria of knowledge forms for conceptual development, that 
for conceptual development to take place, the three knowledge forms: scientific concepts, 
everyday concepts and procedural knowledge should be sufficiently and explicitly outlined in 
teaching resources: learners’ textbooks and teachers; guides. For example, scientific concepts 
outlined in the CAPS document for the ‘National Party and apartheid’ topic should have 
additional scientific concepts in learners’ textbooks. This is because the scientific concepts 
outlined in the CAPS document are only a guide to textbooks and teachers’ guides hence they 
are not sufficient. Even the everyday concepts given to accompany these scientific concepts 
are also limited (Department of Basic Education, 2011). This suggests that both the scientific 
concepts outlined in the CAPS document as well as the additional concepts outlined in 
textbooks should be provided with the necessary everyday concepts to fully explain all these 
scientific concepts (Chaiklin & Hedegaard, 2013) and procedural knowledge to allow learners 
to work with all the scientific concepts (Karpov, 2003). This is when learners will fully 
understand all the scientific concepts prescribed by the curriculum (main scientific concepts) 




Furthermore, teachers’ guides should ‘communicate’ with learners’ textbooks where all the 
main and additional scientific concepts, their respective everyday concepts and procedural 
knowledge which the textbooks contain are outlined in a manner which guides teachers on how 
to plan and teach all knowledge forms for concept development. In other words, teachers’ 
guides should use all the important knowledge forms, according to the Department of Basic 
Education (2011) and Morris (2012) as discussed in this chapter. These knowledge forms 
should be included in textbooks under the ‘National Party and apartheid’ topic and give 
guidelines on how teachers should mediate this for them to conduct a mediation in the Zone of 
Proximal Development. For instance, teachers’ guides should guide teachers on how to use 
additional everyday knowledge in the classroom to allow learners to fully understand the 
scientific concepts which the textbook has outlined. This is important because teaching 
resources serve as a tool to afford teaching and learning which leads to conceptual 
development. In other words, for learners to fully understand or develop the scientific concepts 
taught to them which the curriculum prescribes and for teachers to conduct mediation or 
instruction in the Zone of Proximal Development where there is a possibility to actual 
development on the side of the learner, the three knowledge forms should be sufficiently and 
explicitly outlined in teaching resources where sufficient and explicit linkage between them is 
made. A rating scale in Table 4.4 on page 43 shows that teaching resources should score 100% 
for each criterion on knowledge forms to afford conceptual development.  
It is evident in Table 4.12 that the teaching resources analysed in this study do not fully afford 
learners with the opportunity to move from potential development to actual development. In 
other words, to move from the ability to answer questions on main and additional scientific 
concepts without the assistance of a mediator to the ability to answer questions on their own 
and in different contexts.  Having actual development is only possible if learners are afforded 
the ability to develop all the main scientific concepts prescribed by the curriculum. This will, 
in turn, lead to the development of skills which the topic has to offer and as a result, allowing 
actual development. However, these teaching resources do not outline all the main which are 
necessary for development. As proof, failure to do so led to the resources failing to outline 
sufficient everyday concepts and procedural knowledge. This is because scientific concepts are 
school concepts or the concepts which can change potential development to actual 
development. Therefore, the outlining of everyday concepts and procedural knowledge by 




4.3 Conclusion  
This chapter analysed the CAPS document as well as six of its teaching resources. A table 
showing a rating scale of each sample analysed was provided after analysing each sample. 
Table 4.12 shows that the CAPS document outlines knowledge forms to afford learners with 
full concept development. In other words, the CAPS document aims to afford learners with 
potential development which will ultimately be actual development where all scientific 
concepts are developed. This is seen when the CAPS document scored a 100% or 12/12 in the 
criteria it was analysed for. However, none of the three learners’ textbooks, as well as the three 
teachers’ guides, affords learners the opportunity towards full conceptual development. That 
is, towards the full development of all the necessary scientific concepts under the selected topic 
which is the ‘National Party and apartheid’. This is because none of these samples scored 100% 
after analysing them for all the criteria outlined in the methodology chapter. Table 4.12 shows 
this where the scores are as follows: LT 1: 11/15, LT 2: 11/15, LT 3: 10/15, TG 1: 8/12, TG 2: 
7/12 and TG 3: 7/12.  
The rating scales as shown in Table 4.6 page 58, Table 4.7 page 67, Table 4.8 page 82, Table 
4.9 page 87, Table 4.10 page 92 and Table 4.11 page 98 show that across all the learners’ 
textbooks and teachers’ guides, criterion 3 rated the least score of 1/3. This score contributed 
greatly to making all the teaching resources fail to fully afford learners with the development 
of concepts. Criterion 3 on the teaching resources’ rating scale is on the extent to which 
teaching resources outline everyday concepts. A score of 1/3 for this criterion shows that most 
everyday concepts which are meant to be included in the ‘National Party and apartheid’ topic 
for concept development are missing. As indicated earlier in this study, everyday concepts 
should be linked to scientific concepts because they offer a foundation for the development of 
scientific concepts. This is because the outlining of sufficient everyday concepts by teaching 
resources allows them to include sufficient procedural knowledge which is necessary to create 
a linkage between everyday concepts and scientific concepts. In other words, the scores shown 
in Table 4.12 are a result of the outlining of insufficient everyday concepts by teaching 
resources resulted in the teaching resources to outline limited procedural knowledge. This also 
leads to the insufficient linkage of everyday and scientific concepts because procedural 
knowledge is needed to create a linkage between scientific and everyday concepts. As a result, 
all teaching resources afford learners with potential development and partial actual 
development which means that not all scientific concepts were developed. The next chapter 
will conclude these findings.  
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Chapter Five: Conclusions 
 
5.1  Introduction 
 
This chapter discusses how the findings of the CAPS document and its teaching resources 
(learners’ textbooks and teachers’ guides) presented in Chapter 4 answers the questions of this 
study. The analyses were conducted concerning the literature review presented in Chapter 2 
using a theoretical framework inspired by Vygotsky’s and Neo-Vygotskian’s work. Both the 
literature review and theoretical framework discusses the types of knowledge forms curriculum 
documents and teaching resources should include in their contents and how these knowledge 
forms should be included. This is because these knowledge forms are necessary to afford 
learners with the development of concepts or the development of scientific concepts. The 
findings in Chapter 4 represents the knowledge forms included in the ‘National Party and 
apartheid’ topic under the CAPS document and its teaching resources and how these knowledge 
forms are presented in the texts for conceptual development. A rating scale guided by the 
theoretical framework was used to give a rating in this regard. The chapter concludes by giving 
recommendations on how learners can be afforded full concept development.  
5.2  Discussion 
 
South Africa can only see a reduction in social inequalities if we do not only believe that 
education is a vehicle to reduce these inequalities but also put the necessary tools in place to 
assist us with this process. Social inequalities are among the many social challenges the world 
poses to us. To respond to these challenges, different skills are needed, and these skills can 
only be acquired with the development of concepts taught in school. This is because the 
development of these concepts is a gateway to the ability to work with any abstraction or 
complexities the world brings (Vygotsky,  1986). This study discussed three important aspects 
of conceptual development namely: the importance of conceptual development, how learners 
can be afforded with concept development and treating the three knowledge forms as one. For 
example, conceptual development is necessary because the world is complex, and poses 
demands which require human beings to have the necessary skills  to live and work in it 
(Bottery, 2006). For example, the complex globalised world requires human beings to develop 
critical thinking or decontextualise thinking (Auzina, 2018).  
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Given that human beings are not born with these skills (Diaz, Neal and Amaya-Williams, 
1993), they can acquire these skills through the development of Higher Cognitive Functions 
(HCFs) (Vygotsky, 1986). This development involves mediation, the use of psychological tools 
such as different knowledge forms namely, scientific concepts and everyday concepts and 
internalisation of the new knowledge (Vygotsky, 1978). Mediation of knowledge should be 
conducted in the Zone of Proximal Development (ZPD). This is where scientific concepts 
which are the concepts capable of affording children or people with the development of HCFs 
(Vygotsky, 1986) are mediated in the presence of other knowledge forms such as everyday 
concepts. 
 In this case, everyday concepts will serve as the child’s actual development or the knowledge 
which the child already knows (Chaiklin & Hedegaard, 2013). This process is conducted 
through the use of procedural knowledge where activities which can be in the form of questions 
are asked to learners to allow them to work with everyday concepts to understand the scientific 
concepts exposed to them (Karpov, 2003). This will help the child to develop the new scientific 
concepts taught to him/her consequently becoming a new and higher actual development. In 
other words, the child will now internalise the scientific concepts and make it his/her overtime 
where he/she can apply these concepts in any other contexts on their own (Gallimore & Tharp, 
1991).  
The primary question of this study is how does the Grade 9 History curriculum and its 
pedagogical resources afford learners with conceptual development? 
This further leads to the subsidiary question: 
• To what extent do the curriculum (CAPS) and its pedagogical resources (learners’ 
textbooks and teachers’ guides) afford learners with conceptual development?  
To answer the primary question of this study, for the ‘National Party and apartheid’ topic 
analysed, the CAPS document clearly states that it aims to afford learners with conceptual 
development hence it also outlines the knowledge forms necessary for this process. Table 4.2 
on page 40 shows the main scientific concepts and their respective everyday concepts, a guide 
on how these two concepts should be linked. Table 4.3 on page 41 also outlines the aims and 
skills (Department of Basic Education, 2011) which the CAPS document aims learners to 
develop after they have been taught the concepts it prescribes. These aims and skills serve as a 
guideline for teaching resources on how they should outline procedural knowledge or activity 
questions. These questions afford learners to work with scientific concepts and everyday 
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concepts so that they can develop these aims and skills. In other words, procedural knowledge 
in textbooks should be outlined to afford learners with full concept development or full skill 
development. Therefore, “following these aims and skills is critical to every content topic. For 
learners to achieve these aims and demonstrate these skills, they will need to have a full grasp 
and understanding of the content” (Department of Basic Education, 2011, p. 11). 
 
However, both Chapter 2 and 4 indicated that the CAPS document only serves as a guideline 
and does not contain sufficient knowledge forms which can be used on their own for full 
concept development or full development of scientific concepts. It is this development that 
leads learners to reach actual development. This  is when learners have developed all the skills 
associated with the development of scientific concepts and can apply them on their own and in 
different contexts without the assistance of their teachers. Given this, teaching resources should 
outline additional scientific concepts and everyday concepts as well as the necessary 
procedures to ensure full actual development of the scientific concepts which the CAPS 
document outlines.  
 As discussed in Chapter 4, the learners’ textbooks and teachers’ guides analysed in this study 
do not fully afford learners with concept development. This is because in addition to the main 
scientific concepts and everyday concepts which the CAPS document outlines, the textbooks 
and teachers’ guides do not contain all the necessary additional scientific concepts and 
everyday concepts to afford learners with the full actual development of the scientific concepts 
prescribed by the CAPS document. Consequently, affecting the activity questions outlined in 
the learners’ textbooks and their answers which are in the teachers’ guides. This was addressed 
in this study by the following subsidiary question: 
• To what extent do the curriculum (CAPS) and its pedagogical resources (learners’ 
textbooks and teachers’ guides) afford learners with conceptual development?  
The CAPS aim to afford learners with full concept development or actual development of the 
‘National Party and apartheid’ topic (Department of  Basic Education, 2011) by allowing 
learners to fully understand how the National Party enforced apartheid in South Africa. It does 
this by outlining the necessary knowledge forms to guide teaching resources. However, the 
teaching resources analysed in this study do not fully extend this aim. This is seen when the 
resources partially afford learners with concept development. They only afford learners with 
potential development and partial actual development. Potential development means that once 
learners have learned about the scientific concepts under the ‘National Party and apartheid’ 
106 
 
topic, they will not be able to apply all the skills which are a result of the development of these 
scientific concepts in different contexts on their own. They will always need a more 
knowledgeable person or their teacher to assist them with the application of these skills. In 
other words, these teaching resources afford partial but not full actual development of all the 
important scientific concepts which the textbooks are expected to outline. The important 
scientific concepts include racial segregation, Group Areas Act, Bantustans, Population 
Registration Act, Bantu Education Act, Prohibition of Mixed Marriages Act and Immorality 
Act (Morris, 2012).  
Insufficient scientific concepts, everyday concepts and procedural knowledge are outlined in 
the teaching resources, and the required linkage of scientific concepts and everyday concepts 
is not done through procedural knowledge. In light of this, it is evident that the CAPS document  
seeks teachers to conduct the mediation in the ZPD where all the knowledge which learners 
can conduct with the assistance of a teacher (potential development) will ultimately be 
converted to actual development. It is also evident that the teaching resources affords potential 
development but not all of this knowledge is converted to actual development hence this study 
refers to this as partial actual development or not full actual development. For example, Table 
4.4 on page 43 shows a rating scale which was used in Chapter 4 to analyse the teaching 
resources. This scale shows how knowledge forms should be presented and linked to afford 
learners with the development of the scientific concepts prescribed by the CAPS document for 
the ‘National Party and apartheid’ topic. According to the scale, learners’ textbooks should 
score 15/15 for them to afford learners with the full development of concepts or scientific 
concepts. However, as shown in Chapter 4 on the three rating scales for the textbooks analysed, 
none of the three learners’ textbooks scored 15/15. This is shown in Table 4.6 page 58 for LT 
1 rating scale, Table 4.7 page 67 for LT 2 rating scale and Table 4.8 page 82 for LT 3 rating 
scale. This means that they do not outline the three knowledge forms for full conceptual 
development on the side of the learner. 
 All three textbooks do not outline additional scientific concepts and everyday concepts to 
support the development of the main scientific concepts prescribed by the CAPS document for 
the ‘National Party and apartheid’ topic. Failure to do this led to the procedures or activity 
questions outlined in the textbooks to be limited in terms of linking the necessary scientific 
concepts with the necessary everyday concepts. Furthermore, all teachers’ guides namely, TG 
1, 2 and 3 as shown in their rating scales, see Table 4.9 page 87 for TG 1 rating scale, Table 
4.10 page 92 for TG 2 rating scale and Table 4.11 page 98 for TG 3 rating scale did not score 
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a 100% for the criteria which they were analysed for. This means that the guidelines included 
in all the three teachers’ guides do not fully allow teachers to teach in the ZPD where learners 




Given that teaching resources contain psychological tools such as important knowledge forms, 
it means they play an important role in the development of concept development on the side of 
the learner. As shown in this study, the CAPS document understands this importance hence it 
aims to afford learners with conceptual development by outlining the necessary knowledge 
forms required for this development. However, fulfilling this development lies within the 
learners’ textbooks and teachers’ guides as they are responsible for extending these knowledge 
forms to the learners through teachers. Therefore, it is recommended that learners’ textbooks 
and teachers’ guidelines prioritise the aims of the curriculum by outlining knowledge forms in 
a manner which will afford development. This means 
• outlining sufficient scientific concepts, explicitly defining these concepts using 
their essential attributes  
• outlining sufficient and explicit everyday concepts which will be sufficiently and 
explicitly linked to scientific concepts  
• outlining sufficient and explicit procedural knowledge which will allow learners to 
work with scientific and everyday concepts  
The development of scientific concepts offers decontextualised thinking to learners while 
everyday concepts serve as a foundation for the development of an understanding of scientific 
concepts. Procedural knowledge is methods or activities which assist learners to work with 
scientific and everyday concepts to fully understand scientific concepts. Teachers should also 
be trained on how to teach for concept development using the three knowledge forms. This is 
necessary because they will be able to use the knowledge provided in learners’ textbooks and 






5.4  Conclusion 
 
This dissertation investigated the extent to which scientific, every day and procedural forms of 
knowledge are made available to learners in Grade 9 History teaching resources. Findings 
indicate that the Grade 9 History CAPS document seeks to offer learners with potential 
development which will eventually develop into actual development. This is where learners 
will be able to apply the skills which they have developed as a result of the development of 
scientific concepts taught to them on their own and in different contexts. However, the learners’ 
textbooks and teachers’ guides analysed only afford learners with potential development and 
partial actual development. Partial actual development means that learners were not allowed to 
fully understand or develop all the scientific concepts which the CAPS document has 
prescribed for the ‘National Party and apartheid’ topic analysed in this study. This means that 
learners will not be able to apply the skills which are a result of the development of these 
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Definition of Terms 
Dialectical tradition is when two opposing entities such as scientific concepts and everyday 
concepts are used alongside each other to achieve a common goal (Chaiklin & Hedegaard, 
2013). 
Fossilisation is when the child knows the concepts to an extent where these concepts are part 
of the child and cannot be influenced by other factors (Gallimore & Tharp, 1991). 
Globalisation is a phenomenon which brings interconnectedness and interdependence in the 
world and as a result urging people across the world to adopt a more complex way of doing 
things (Auzina, 2018). 
Internalisation is when the child takes the knowledge which was exposed to him/her during 
mediation and makes it his/her own, over time (Wertsch & Tukviste, 1992). 
Mediation is when a more knowledgeable person called a mediator introduces a child to an 
object of the activity or new knowledge through tool use (Hardman, 2008). 
Procedural knowledge is methods mediated to the learner for analyses or a better 
understanding of school or scientific concepts (Karpov, 200). 
Reliability refers to the stability of research findings when the data of the research is coded 
multiple times (Creswell, 2007). 
Scientific concepts are word meanings that are excessively abstract and appear to be foreign 
(Wells, 2004). 
Spontaneous concepts are concrete concepts and result in everyday-life situation. They are 
also called everyday concepts (Vygotsky, 1986). 
Validity is the extent to which the study represents its phenomenon through its methods and 
theoretical framing (Dowling & Brown, 2010). 
Zone of Proximal Development is the distance between what the child can do on his/her own 
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TG 1: Oxford Successful Social Sciences Grade 9 Teacher’s Guide, Unit 3: 1948 The 
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TG 3: Via Afrika Social Sciences Grade 9 Teacher’s Guide, Unit 3: 1948 The National Party 
and apartheid 
 
 
 
 
158 
 
 
 
159 
 
 
 
160 
 
 
 
 
161 
 
 
 
162 
 
 
 
163 
 
 
 
164 
 
 
 
165 
 
 
 
 
 
 
166 
 
 
 
 
  
 
